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Garner, Fredric Carroll. Ed.D. The University of Memphis. August 2013. The 
relationship between Holland’s personality types and school activities with middle school 
students. Major Professor: Reginald Leon Green, Ed.D. 
 
The study examined the preferred enjoyment and participation in school related activities 
using Holland’s (1985) (RIASEC) theory of vocational personality types as a foundation 
for the study. Using a quantitative exploratory research approach, the proposed study 
examined two assumptions: (a) each student anticipating how much he/she would enjoy 
or prefer to participate in certain activities is related to his or her dominant personality 
type more than activities chosen by students with other dominant personality types and 
(b) the extent in which each student has participated in certain activities is related to his 
or her dominant personality type more than students with other personality types. 
Students enrolled in the sixth, seventh, and eighth grade completed Holland’s (1985) 
Self-Directed Search, The Scale of School Related Activities, and The Survey of 
Participation in Extracurricular Activities created by the researcher. Data were analyzed 
by using one-way analysis of variance (ANOVA) to compare sample means to determine 
if there was sufficient evidence to infer that the means of the corresponding population 
distributions differed based on the student’s dominant personality types, where the 
independent variable represented the six (RIASEC) personality types and the dependent 
variable represented activities. Post-hoc analysis related to the first assumption revealed 
significance in dominant Realistic, Investigative, Artistic, Social, and Enterprising types 
scoring higher in enjoyment or preference to participate in activities aligned with their 




personality types. Post-hoc analysis related to the second assumption revealed 
significance in dominant Realistic, Investigative, and Artistic types scoring higher in the 
extent of participation in certain activities aligned with their personality type more than 
students with other dominant personality types. The main conclusions drawn from the 
study suggest that Holland’s (1985) RIASEC theory has implications for recognizing 
individual differences concerning student interest in middle school. This research argues 
for school administrators to take a more comprehensive approach in developing strategies 
to increase student participation in school by examining the psychological mechanisms 
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Chapter 1: Introduction 
There has been a growing concern in K-12 education relating to the problem of 
student dropout. The National Center for Education Statistics (NCES) (2000) has defined 
dropout as the number of individuals between the ages of 16 and 24 who have not earned 
a diploma from high school. While the dropout rate has declined over past years, 28% of 
the nation’s students are still not completing high school (NCES, 2000). Comparatively, 
in 2008 overall graduation rates in the U.S. were significantly lower than graduation rates 
in many European and Asian nations, including Britain, Norway, Germany, South Korea, 
and Japan. That same year, the U.S. was the only developed nation where a higher 
percentage of 55- to 64-year-olds than 25- to 34-year-olds had graduated from high 
school. Historically and at present, all of these statistics point to a persistent problem 
plaguing American education.   
While rising dropout rates are disturbing, what may be of more concern to 
educators and researchers alike is the economic, health, and psychological impact that 
dropping out of high school can have for both the individual and the larger community 
over time. For example, when comparing the median income of high school graduates 
with those who had not earned a diploma or equivalency degree, Rouse (2007) found that 
for persons aged 18 to 67, median income rates of high school graduates ($43,000) far 
exceeded those of non-graduates ($25,000). Over the course of a person’s lifetime, this 
equates to a loss of approximately $630,000 in income for a person who did not complete 
high school compared to a person with at least high school credential (Rouse, 2007). 
Further, among adults age 25 and older, a lower percentage of dropouts are in the labor 




2010). Among an individual’s health concerns, Pleis, Ward, and Lucas (2010) showed 
that dropouts ages 25 and older reported being in worse health when compared with 
adults who graduated high school, regardless of income. Psychologically, the impact of 
dropping out of high school can also be detrimental. It has been shown, for example, that 
dropouts make up disproportionately higher percentages of the nation’s institutionalized 
population (U.S. Department of Commerce, Census Bureau, n.d.). In fact, the Center for 
Labor Market Studies (2009) found that high school dropouts were 63 times more likely 
to be institutionalized than those who received college degrees. The impact of high 
school dropouts can also be seen at the larger level, such as the economic or community 
impact. It has been estimated for example, that the average high school dropout pays 
approximately $240,000 less in taxes over the course of his or her lifetime. Further, these 
individuals because of lack of access to economic resources often have higher reliance on 
social welfare programs, such as Medicaid and Medicare, and often exhibit higher rates 
of criminal activity (Levin & Belfield, 2007).  
Collectively, these findings indicate that the problem of high school dropouts has 
long-term and dramatic costs for both the individual who has dropped out, in terms of lost 
economic earning potential over a lifetime and lowered health and psychological 
functioning, and at the larger community level, with increased reliance on governmental 
subsistence programs and higher institutionalization and criminal rates. While many 
believe that the dropout problem can be viewed as an event, most researchers view the 
problem of student dropout as a process. For many researchers (e.g., Finn, 1989; Voelkl, 
1996), the process of dropping out is best viewed from a psychological perspective, 




time. If left unchecked, this psychological withdraw process may eventually lead to the 
student dropping out of school. When viewed from a developmental perspective, student 
dropout becomes as much about outcome as it does prevention. As such, the theoretical 
framework guiding the present study draws from student engagement/psychological 
withdraw literature (e.g., Finn, 1989) and personality literature (e.g., Holland, 1985). For 
reasons outlined later in the chapter, all of these are framed by examining the student 
dropout problem as it may manifest in middle school students. These and other issues are 
addressed in further detail in the following sections, followed by the purpose of the 
present study. 
Background and Statement of the Problem 
 School dropout has been linked to the concept of school engagement by a number 
of researchers (Fredricks, Blumfield, & Paris, 2005; Goodenow, 1992; Voelkl & Finn, 
1993) and has also been found to play an important part in the developmental and 
achievement behaviors of students. The term engagement is defined as the extent in 
which students are likely to participate in academic and non-academic school activities. 
The desire and level of participation in these activities is usually psychological in nature 
and is usually studied on three dimensions. These dimensions are behavioral, emotional, 
and cognitive. Behavioral engagement typically refers to participation in extracurricular 
activities and includes indicators such as class attendance and participation in class 
related activities.  Cognitive engagement is related to the investments students develop 
towards learning. This includes how well students perceive the relevancy of school 
related tasks as well as mastery of those tasks. Affective engagement is defined as the 




the school context. It includes the negative and positive reactions towards the school 
climate, teachers, and peers. While all of these dimensions are considered important in 
defining student engagement, the behavioral dimension has been found impact 
developmental and achievement related outcomes (Archambault, Janoz, Fallu, & Pagani, 
2009).  
Behavioral Engagement Activities 
Although the role of behavioral engagement has already been discussed as it 
relates to developmental and academic student outcomes, there is some debate that still 
exists as to how these factors are related.  The zero-sum model proposed by Coleman 
(1961), for example, suggests that involvement in extracurricular activities actually 
interferes with students’ focus on academic activities. The model suggests that 
extracurricular activities compete with time devoted to academics. In contrast, some 
developmental theorists posit that extracurricular activities actually promote youth 
development (Bronfrenbrenner, 1979; Eccles, Barber, Stone, & Hunt, 2003; Larson & 
Verma, 1999; Mahoney & Carins, 1997).  In their view, time devoted to extracurricular 
activities actually benefit youth by providing them with opportunities to learn and 
practice how to build upon cognitive and affective skills needed to be successful in the 
school environment thus increasing positive development in self concept, initiative, and 
emotional regulation (Larson, 2000).  
Additionally, participation in structured extracurricular activities also facilitates 
development by increasing students’ interaction with each other socially (Eccles & 
Barber, 1999; Larson, 1994). Time spent in these types of activities can bring students in 




adjusted peers who share the same types of goals and interests may have a motivational 
impact on the adjustments students make to increase their cognitive and emotional 
engagement in school to better themselves for future educational pursuits and 
occupations. Conversely, when students spend time in unstructured and unsupervised 
activities such as hanging out with friends, this may lead youth to engage in delinquent or 
maladaptive behaviors (Osgood et al., 1996).  Thus, while a clear link between 
extracurricular participation and developmental outcomes is still controversial, there is 
support showing that a link still exists. Further, a link has also been found between 
extracurricular participation and some achievement-related outcomes.  
Given that participation in school activities has important developmental 
consequences, a body of research has linked the relationship between participation in 
extracurricular activities and academic adjustment (Eccles et al., 2003; Marsh, 1992). The 
literature on this subject focuses on adolescent’s school-based extracurricular 
participation and academic achievement (Camp, 1990; Geber, 1996; Marsh, 1992).  For 
example, Mahoney et al. (2003) conducted a study on the relationship between 
participation in activities and educational attainment. The results illustrated that 
consistent extracurricular activity participation during adolescence predicted educational 
status in young adulthood. Another study conducted by Jordan (2000) found that 
involvement in individual sports was positively related to GPA, self-concept, and 
academic self-confidence. Eccles et al. (2003) also found that participation in team 
sports, performing arts, and student government and school spirit clubs was positively 




(2006) found that time spent in school clubs was positively associated with school 
belonging and grade point average.  
Engagement in Extracurricular Activities and Student Dropout 
 While involvement in extracurricular activities has been found to have a 
documented impact on developmental and academic outcomes, research has also shown 
that involvement in school related activities may also be strongly associated to student 
dropouts, particularly with lower rates of dropout (Mahoney & Carins, 1997). In many 
instances, the students who are most liable to drop out of school have not developed a 
commitment towards school and view themselves as marginal participants in the school 
environment. The literature suggests that when these students involve themselves in 
extracurricular activities, they begin to create a positive and voluntary connection 
towards the educational institution. Participation in these activities help to establish 
gateways for them to become more socially adept with others who share similar interests 
and goals (Csikszentmihalyi et al., 1993; Eder, 1985; Kinney, 1993; McNeal, 1995).  
Collectively, the literature reviewed here suggests that at a minimum there exists some 
important links between participation in extracurricular activities and developmental and 
academic outcomes in youth, However, it is still questionable as to how these links may 
function at a psychological level for students, and perhaps even more importantly, how 
these links may serve as a buffer to potential dropouts at the middle school level.  
Purpose of the Study 
To help address the need for a better understanding of the relationship between 
participation in extracurricular activities and its effects on student withdrawal and 




model and Holland’s (1985) person-environment fit theory. Above all, this study aimed 
to determine the connections between student engagement and withdrawal form school 
during the middle school years, possibly when this process may still be open to 
intervention. That is, to answer if creating a match between students’ interests and 
extracurricular activities could possibly have an impact on the withdrawal and dropout 
behaviors of students. Specifically, the present study explored Holland’s (1985) theory as 
a basis in understanding its influences on students and school activities. As the theory 
contends, the fit or match between an individual’s interests and involvement in certain 
activities is psychologically oriented and further manifested in the actions or feelings that 
he or she displays as a result of involvement in these activities.  
Central to the present study is the argument that achieving a more comprehensive 
view of the effects of school related activities on withdrawal and dropout is not possible 
without considering the influence of person-environment interactions. The present study 
is one of the first to explore Holland’s (1985) theory and the psychological relationship 
that is assumed between students’ interests in school activities and their levels of 
involvement in these activities.  
Research Questions and Overarching Hypothesis 
The present study investigated the influence of Holland’s (1985) theory on middle 
school students’ interests and their levels of engagement in school related activities. The 
following broad research questions guided the study: (a) Will students choose activities 
that they anticipate they will enjoy? (b) Will students participate in activities that are 






Researchers have developed a variety of theoretical approaches to provide a 
rationale for understanding the processes by which engagement and involvement in 
school based activities are likely to reduce dropout. The concept of school engagement 
presented by Finn (1989) proposes the idea that participation in school activities increases 
identification with school. Identification with schooling relates to the levels of motivation 
and interest students display within the school setting. As levels of motivation and 
interest decrease, students are more liable to show signs of absenteeism, disruptive 
behavior, and truancy that can lead to withdrawal from school eventually resulting in 
dropout. Finn also contends that withdrawal initially begins in middle school and if not 
addressed will result in undesired outcomes. As these concepts are important in 
understanding how participation in school related activities raise engagement, other 
theorists propose that engagement will increase when students are able to participate in 
activities of their choice.  
For example, Holland’s (1985) theory of personality types could possibly address 
the issue of engagement and involvement in school related activities by proposing the 
idea of creating a match or fit between individual and their choice of activities. When 
individuals are involved in activities that match their interests, they are more likely to feel 
a sense of well-being or satisfaction. Conversely, a mismatch occurs when individuals are 
involved in activities that do not appeal to their interests ultimately leading to expressions 
of negative feelings or attitudes of dissatisfaction. The extent to which these types of 




individual encounters and participates in the activity and that these connections have an 
influence on the levels of engagement one places towards the activity.  
Holland (1985) assumes that the level of fit or the match between the person and 
activity is product of congruence.  As individuals participate in activities related to their 
interests, the levels of satisfaction that arise while involved in the activity, and the level 
of effort put forth to complete the activity are indicators of congruence. In contrast, when 
individuals encounter activities that are not aligned to their interests, and involvement in 
the activity warrants displeasure, then the experience between the individual and activity 
is deemed incongruent. Given that congruence is an important factor in the way 
individuals involve themselves in activities, it may also have implications relating to how 
well students view themselves as participants in the school environment. If students are 
placed in environments that are congruent with their interests, the problem of student 
engagement may be circumvented altogether.  
 In sum, as the construct of congruence is instrumental in the levels of satisfaction 
one displays when presented with activities that appeal to their interests, the literature 
involving participative engagement has shown that individuals are more likely to have 
positive outcomes when they are involved in extracurricular activities.  These outcomes 
have a plausible effect on the developmental and academic behaviors of students possibly 
acting as a catalyst in the retention of youth in school.  Developmentally students are 
inclined to have higher self-concept and emotional regulation when they are able to 
practice the skills indicative of an activity and are successful in doing so. Furthermore, 
youth that participate in school related activities are more susceptible to perform at higher 




students adjust to the schooling process and are symptomatic of withdrawal form school. 
In other words, school based activities have a positive effect on the developmental and 
academic behaviors of youth. If students have difficulty in attaining these behaviors and 
are unattended to, they might well be on a path to dropping out of school.   As the 
connection between school engagement and participation in school based activities 
facilitates improvements in developmental and academic outcomes of youth, it might be 
possible that appealing to the interest levels of students may assist educators in 
alleviating withdrawal from school.  
Significance of the Study 
 Facilitating participative engagement in schools is instrumental in the 
development of students. Not only do students develop academically and socially in 
response to involvement in extra-curricular activities, participation in these activities also 
play a role in reducing withdrawal and dropout. As researchers have studied the concept 
of engagement in school and its outcomes in general, there are areas where more research 
would be helpful, particularly in relation to what is known about the effects of 
participation in school related activities and the positive outcomes of placing individuals 
in environments that match their interests.  
Limitations of the Study 
While the focus of this study relates to exploring ways to generate participative 
engagement, there are some limitations that can be addressed and expounded upon in 
future studies. First, the sample size is slightly above the acceptable minimum. Larger 
sample sizes would allow for more power in the quantitative analysis, better insight, and 




adequate representation for each cell of the six personality types. Secondly, given that 
this study explores Holland’s theory in relationship to students’ preferences for and the 
extent of participation in school related activities; future research could address the 
behavioral outcomes that students display as a result of the match between their interests 
and activities. 
Assumptions of the Study 
 Given that participative engagement is influential in the development of students 
and their outcomes, there are two assumptions that will be addressed in the present study. 
The first is that according Holland’s (1985) theory it is assumed that individuals are more 
inclined to choose to participate in activities that are closely related to their interests. If 
this is the case, participation in these activities will provide these individuals with a sense 
of well-being and satisfaction, therefore leading them to increase the extent of 
participation in the activity of choice. Secondly, it is assumed that if individuals are 
provided the autonomy to choose activities that are related to their interests, there may be 
a greater chance that they will become more engaged in school, which may also reduce 
withdrawal and dropout from school.  
Definition of Terms 
As this study focuses on the idea of increasing students’ participative engagement 
in school, the following terms are listed and defined in order to provide the reader with a 
more thorough knowledge of the concepts presented in the study.  
Dropout – A dropout is a student who is enrolled in school at some time during 




completes the school year and does not return the following year (National Center for 
Education Statistics, 2000).  
Holland’s Theory – A vocational theory in which people prefer environments that 
will allow them to use their skills and abilities and express their attitudes and values 
while taking on enjoyable problems and roles. Their behavior is an expression of the 
interaction between personality and environment (Holland, 1985).  
Holland’s Personality Types – The assertion by Holland (1985) that individuals 
belong to one of six personality types: that most people can be classified as one of six 
primary personality types (Realistic, Investigative, Artistic, Social, Enterprising, and 
Conventional). Each personality type has a characteristic repertoire of attitudes and skills 
for coping with environmental problems and tasks (Holland, 1985). 
Behavioral Engagement – A component of student engagement characterized by 
student participation in extracurricular activities and includes indicators such as class 
attendance and participation in class related activities (Fredricks et al., 2005).  
Extracurricular Activities – Any activity that is additional to core academic 
content of the schools, usually taking place during non-school hours. Activities can be 
housed in school or in the community (e.g., sports, choir, drama, student government).  
Organization of the Study 
The study consists of five chapters. Chapter 1 will contain the background, 
purpose, research questions and overarching hypothesis, conceptual framework, 
significance, limitations, and assumptions of the study followed by the definition of 
terms. Chapter 2 will contain information on Finn’s (1989) participation-identification 




examination of Holland’s (1985) personality environment theory. Chapter 3 will contain 
the methods used in carrying out the study including the general perspective of the study, 
research context, participants involved in the study, instruments used in data collection, 
procedures, and data analysis techniques.  Chapter 4 will contain the reported results of 












Chapter 2: Literature Review 
A large body of literature on the nature of student engagement in K-12 education 
and its relationship to involvement in extra-curricular provides a basis for the present 
study. This chapter will provide an understanding of how students become withdrawn 
from school describing this process from the viewpoint of several theorists. Secondly, 
this chapter will examine Finn’s (1989) model of participation-identification, and its 
relationship to student engagement and student development. Lastly, this chapter will 
examine Holland’s (1985) personality and environment theory and how it could be used 
to circumvent the withdrawal process and increase participation in school related 
activities.  
The Withdrawal Process 
One of the most problematic concerns of researchers in K-12 education has been 
early withdrawal of students from school. Viewed as a process not an event, withdrawal 
is known to start as early as middle school and can potentially result into dropout if left 
unchecked. As most studies have shown, this process largely affects students of color, 
and is known to be a significant contributor to the achievement gap. Furthermore, 
withdrawal form school has a bearing on the self-perception of the student, which plays a 
vital role in the academic and social development of his or her schooling process. In the 
proceeding paragraphs, two general models of the withdrawal process are explained 
followed by alternative explanations of the withdrawal process involving minority 
students.  
Finn (1989) identified two models to describe the processes of withdrawal. His 




school experiences over time, such as poor grades, may suffer an impaired perception of 
self.  A distorted perception of self may lead to frustration with school leading students to 
develop oppositional behaviors such as truancy, absenteeism, or complete withdrawal. A 
second model, which Finn labeled participation identification, suggests that students who 
participate in more school related activities (e.g., extracurricular activities) are likely to 
experience greater performance outcomes (e.g., academic success). As a student 
experiences more success, the more he or she becomes identified with school. In contrast, 
the opposite is true. The less experiences students have in participating in school related 
activities, the more those individuals will become less identified with school. In this 
sense identification can be viewed as how the students’ perception of self is shaped by 
their performance in school.  
Another influential model proposed by (Connell, 1990; Connell & Wellborn, 
1991; Skinner & Belmont, 1993) view withdrawal in terms of the interaction between the 
student and the school environment where these encounters produce either engagement 
related behaviors or patterns of behavior that generate disenchantment within the school 
setting. Engaged students display involvement in learning and positive emotions towards 
school related tasks.  In other words, they are more likely to persevere when presented 
with a challenge. In contrast, students who are disengaged or disaffected are more 
apathetic, bored, and display negative emotions such as anger, blame, and denial.  While 
these theories explain withdrawal from a general perspective, there is another body of 






 Minority Student Withdrawal 
Ogbu (1991) purports that the withdrawal of minority students is attributed to 
cultural inversion or cultural opposition (Ainsworth-Darnell & Downey, 1998). This 
occurs when a minority group adopts a specific and prominent aspect of the dominant 
culture. While cultural inversion can arise for various reasons, Ogbu argues that the 
underlying premise of this concept can be understood by considering the voluntary and 
involuntary status of a particular cultural group. Immigrants who hold positive 
expectations regarding their future well being while in their new location represent 
voluntary minorities. For example, these immigrants may anticipate economic, 
educational, social, or religious benefits from immigration. In contrast, involuntary 
minorities may be characterized as those who were conquered or relocated against their 
will, and who do not hold the same positive expectations for their future as voluntary 
minorities.  
This type of withdrawal is related to how both groups confront and cope with 
cultural differences to the dominant culture. For example, voluntary minorities may 
maintain differences in culture that were initially established or existed prior to 
immigration, which are characterized as primary differences. In contrast, involuntary 
minorities may develop secondary cultural differences that develop after confronting the 
dominant group (Ogbu, 1992). The underlying premise here is that secondary cultural 
differences evolve and develop as a response to the dominant culture and often these 
differences are coping mechanisms to deal with subordination.  Ogbu coins this 




certain forms of behavior, events, symbols, and meanings as inappropriate because these 
are characteristic of the dominant culture.  
In the case of education, withdrawal of minority students from school has been 
found to have significant effects on Black and Hispanic students where they develop 
oppositional subcultures that devalue academic accomplishments (e.g., Graham, Taylor, 
& Hudley, 1998; Majors & Billson, 1992). Several studies have documented that these 
minority groups often face peer pressure to resist schooling and academic success, 
otherwise risking being labeled as reducing themselves to the dominant culture (e.g., 
acting white), or feeling shame for expressing intelligence (Fordham & Ogbu, 1986; 
Fries-Britt, 1998; Matute-Bianchi, 1991; Ogbu, 1992). While this manifestation of 
withdrawal is characteristic of the perceptions of cultural groups, another form of 
withdrawal experienced by minorities exists within the classroom.  
Another form of withdrawal that affects minorities related to schooling deals with 
Steele’s (1992) theory of stereotype threat. Steele argues that when an individual is faced 
with a situation that is representative of a group by which one is identified, the threat 
exists of performing poorly and possibly harming one’s perception of self. Furthermore, 
if this individual belongs to a group for which a negative stereotype involving that group 
exists (e.g., the perception of one cultural group being academically inferior to the other), 
then the individual develops an additional threat of confirming the negative stereotype 
(Steele, 1997). Consequently, stereotype threat develops, and may impair the 
performance of an individual within that particular context. Steele (1997) has noted that 




performance resulting in some students becoming disengaged from learning and possibly 
withdrawing from school.  
As an example of how stereotype threat affects withdrawal of minority students 
academically, several studies have shown how testing conditions involving White and 
Black students can have an effect on the intellectual psyche of Black students. Steele and 
Aronson (1995) found that when Black students were placed in diagnostic testing 
situations where racial stereotype conditions were confirmed pertaining to intellectual 
abilities; they performed at lower levels than Whites. However, when both groups were 
placed in non-diagnostic testing situations, the performance of Black students was 
parallel to that of White students.  Likewise Aronson and Steele also found that during 
non-diagnostic testing conditions when both groups of students were asked immediately 
their race before taking the test, Black students had lower scores than White students. 
However, when racial identity was not requested during the testing conditions both 
groups showed similar performance.  
 In sum, as all of these perspectives are important in gaining insight into the 
academic withdrawal among minorities and to other groups of students, a more common 
thread that binds all perspectives is the idea of the student encountering a number of 
unsuccessful experiences in school. When students encounter a number of unsuccessful 
school experiences, Finn (1989) contends the perception of self is distorted and the 
individual develops an opposition towards the school experience. This opposition is 
expressed in the form of negative behaviors such truancy, absenteeism, or complete 
withdrawal. In contrast, Finn purports that successful school experiences are developed 




student to identify with school. In other words, their perception of self is shaped by their 
experiences in school.  
Other research contributes academic withdrawal to interactions between students 
and the context of the school setting (Connell & Wellborn, 1991). Either the student 
decides to become engaged in the schooling process or displays behavior that is 
characterized by disengagement from school related tasks. As students are more involved 
or engaged in the processes of learning, they are more likely to develop positive emotions 
towards school related experiences and also persevere when confronted with challenging 
or difficult tasks. In contrast, students who become disengaged from school are more 
apathetic displaying negative behaviors such as anger, denial, and blame. Given the 
perspective that withdrawal is manifestation of minimal or non-involvement in 
participatory experiences related to school, minority student withdrawal is thought to 
originate from cultural differences.  
Collectively, these propositions involving withdrawal and student engagement 
point to the fact that students who are engaged in school are more involved in school 
related activities and that the perception of self is enhanced through several positive 
experiences students encounter while in school.  As this may be the case, the following 
section will address the concept of student engagement in terms of its relationship to 
Finn’s (1989) participation-identification model of withdrawal and how his model 
dictates both positive and negative outcomes as related to student engagement in school.  
Student Engagement 
Given that student engagement serves as a backdrop to withdrawal, Finn (1989) 




students become engaged in school. His model is comprised of two constructs, 
participation and identification. Participation relates to students’ active involvement in 
school, and classroom activities while identification refers to the bond or attachment 
students develop towards school. Taken together, these constructs describe how students 
become engaged in schooling, but more importantly recognizes how these factors 
contribute to student engagement. The following section will highlight the concepts of 
identification and participation and summarize findings that illustrate how these concepts 
are important in the process of student engagement.  
Identification with School 
 The construct of identification in Finn’s model refers to the psychological 
membership students develop towards school.  As this concept has been operationalized 
in positive terms under measurements such as affiliation, involvement, attachment, 
commitment, and bonding, it has also been used negatively to denote alienation and 
withdrawal. First students who identify with school have developed a purpose or sense of 
belonging to the institution. They feel that they are part of the school environment and 
school is an important aspect of their lives. Second, these students value success 
pertaining to school related goals. In contrast, these terms can be inversely related to 
negative student outcomes such as students viewing themselves as marginal participants 
of the school environment or not belonging to school at all. Given that the above terms 
ascribe to identification, several studies illustrate how this concept has been examined 
under both conditions as related to the concept of identification with school.  
As Finn acknowledges identification as the extent to which students develop 




commitment as a measurement of identification and found that this construct was 
negatively related towards identification in the form of delinquency. Using factor analysis 
they administered a checklist to more than 1,800 adolescents. The items included home 
background measures, school participation and performance, and out of school activities. 
One factor that was discriminant among several individuals related to school aspirations, 
activities, and values, as well as delinquent acts, was commitment. They concluded that 
the delinquency of a youth was a function of the lack of commitment towards school and 
adult success and characterized by behavioral withdrawal from school.   
 Another study conducted by Firestone and Rosenblum (1987) identified two 
dimensions of commitment in transcripts of interviews with urban high school students: 
commitment to learning and commitment to the place. As students did not talk much 
about the latter, it was found that students viewed school as a place where they could 
come to be with their friends or where they found interest in activities other than 
educational ones to keep them occupied. In this sense, the term commitment was 
broadened to encompass a belonging as well as valuing component. 
While the term commitment in both studies was found to have an impact on the 
way students identified with school, Seeaman (1975) found that the term alienation 
depicted the dimensions of noninvolvement or nonattachment towards school. According 
to Seeaman, the essential components of these two dimensions were powerlessness, 
meaninglessness, normlessness, self-estrangement, social isolation, and cultural 
estrangement. Among these components, social isolation and normlessness were 
seemingly related to the belonging and valuing aspects of identification. In a longitudinal 




normlessness and social isolation were measured as mediating variables and found to 
have negative correlations to academic success. The researchers concluded that 
delinquent behavior and dropout were alternate responses to failure and alienation. As 
these examples illustrate how the concept of identification presents a psychological 
connection that students develop towards school, another behavioral form of engagement, 
participation, relates to students’ active involvement in school related activities.  
Participation 
 Given that these terms illustrate a relationship to the concept of identification and 
also describe the emotional attachment students develop toward school, researchers have 
also found manifestations of a behavioral element that can be found in the presence or 
absence of identification. The separation of the behavioral from the emotional dimension 
is important. Both may develop in different ways and can be manipulated to different 
extents. More importantly the ability to manipulate participation in school activities may 
provide students with increased levels of identification. Although the literature involving 
participation in schooling is diverse, earlier work related to participation has focused on 
those students who have experienced the most success in school as related to in-class 
performance.  
 Research contends that active classroom participation is a minimal essential 
condition for formal learning to occur. Participation in this sense refers to the student 
attending to the teacher, reading, studying, responding to questions, and completing 
assignments. The relationship of this type of participation and its effect on academic 
achievement has been consistently supported by empirical research (Anderson, 1975; 




Schaeffer, & Brown, 1986; Lahaderne, 1968; McKinney, Mason, Perkerson, & Clifford, 
1975; Swift & Spivack, 1969).  As these elements of participation have been found to be 
essential components to learning, studies have been developed to specifically measure 
participative behaviors of students to determine the effects these behaviors have on 
student achievement.  
 Studies conducted by both McKinney et al. (1975) and Kerr et al. (1986) observed 
student activities every 10 seconds and developed the observations into behavior scales. 
The McKinney methodology based on a principal component analysis of observations 
with second grade students yielded the most specific scales. Of the 27 observational 
categories, 12 scales were developed that included participatory behaviors such as 
attending, task oriented interaction, constructive play, constructive self-directed activity, 
and also distractibility and aggression. The 12 measures accounted for 39% of the 
variability in standardized achievement scores in the fall semester and 26%.  
 In contrast, the Kerr observations yielded three scales, class preparedness, 
exhibiting an interest in academic performance, and interacting appropriately with 
teachers. Each of the scales was also comprised of negative as well as positive behaviors, 
such as falling asleep, which was interpreted as the student exhibiting less interest. All 
three scales were discriminated among high school students deemed by their teachers to 
be successful or unsuccessful in their adjustment to the demands of high school. The 
findings from this study yielded that unsuccessful students had a general awareness of 





 Another study conducted by Anderson (1975) on classroom participative 
behaviors rated students in the seventh grade on two categories, being on task or off task. 
At each point in the observation, they calculated the percentage of time intervals where 
each student was on task. Their measure yielded correlations between .59 and .66 with 
performance in specific mathematics units. The methodology used by Anderson differs 
from the techniques used by others in that student activity is not recorded. Instead, the 
specific type of instruction is recorded for each time interval (e.g., the context, events, 
and instructional mode) and whether the student is attending to the instruction or not.  
As these studies illustrate the relationship between specific participative 
classroom behaviors and achievement, other studies have shown that participation in 
extracurricular activities in the school environment outside of coursework is correlated 
with a range of desirable outcomes including higher levels of self-esteem and feelings of 
control over one’s life, higher educational aspirations, higher academic ability and grades 
among males, lower delinquency rates and greater involvement in political and social 
activity as young adults (Holland & Andre, 1987). It has also been found (Miller, 
Leinhart, & Zigmond, 1987; Rutter, Maughan, Mortimore, & Ouston, 1979; Schafer, 
1972; Spady, 1971) that involvement in extra curricular activities may have the potential 
in increasing students’ sense of identification with school. Spending time in the school 
environment enhances the chances of the student internalizing a feeling of belongingness. 
Furthermore, extracurricular and social involvement may remain as the primary source of 
attachment to school for some students whose academic work is weak.  
More recent work in the area of participation in extracurricular activities and 




nationally represented longitudinal samples (10th grade participation and 12th grade 
outcomes) and controlling for prior achievement, comparing two cohorts, examined the 
relationship between school-sponsored activities and math achievement and college 
expectations. The author found that participation in school related activities in 10th grade 
was associated with higher math scores and higher expectations for going to college. 
In another study Dotterer, McHale, and Crouter (2007) examined the association 
between various types of extracurricular activities and academic outcomes in a cross-
sectional analysis grouping all school activities in a single category-sports and 
extracurricular activities-that included organized sports, student government, yearbook, 
drama, theater, and scouts. Focusing on only 6th -9th grade adolescent African Americans, 
time spent in extracurricular activity was positively related to school self-esteem and 
school bonding, but unrelated to grades. Likewise Barnett (2007) conducted a 
longitudinal study to determine how girls responded to being selected for a competitive 
dance team or cheerleading squad. The results illustrated that girls who were not selected 
reported negative feelings about school, and their classroom performance deteriorated 
after the selection process. Girls who were chosen to the team temporarily reported 
increased feelings of school bonding. This study is unique in that it considers youth who 
desire to participate in school activities, but are rejected through competition. As this is 
the case, the findings point out that the details of participation in school related activities 
might be an important factor to consider in adolescent adjustment.   
In sum, these past and contemporary studies illustrate important academic and 
developmental outcomes in relationship to involvement in school related activities.  




active participation in extracurricular activities produce classroom behaviors related to 
positive academic achievement.  Likewise, involvement in school related activities also 
increase certain developmental outcomes related to social awareness, higher educational 
expectations, self-esteem, and school belonging. As these findings are important in the 
educational development of students, the components of identification and participation 
in Finn’s model also help to explain the developmental process in which students either 
psychologically withdraw from school or make a positive commitment to continue with 
the schooling process.  The proceeding section will identify the developmental phases 
psychologically related to withdrawal or success in school in association with Finn’s 
model.  
Development in School 
 While research has focused on participative behaviors related to specific academic 
and developmental outcomes, Finn’s model of participation and identification concerning 
withdrawal is as much process oriented, as it is outcome specific.  The model can be 
described first in positive terms as it focuses on students who do not exhibit problem 
behavior in school and then in terms of students who are not as successful in attaining 
such goals. As the model describes both groups of students, the basic premise behind 
attaining either success or failure in school involves students’ active participation in 
school related activities that in turn increases a sense of valuing and belonging.  
 On the positive side, Finn (1989) contends that at an early age students enter 
school as willing participants and are initially drawn to participate in school related 
activities due to encouragements from school and home. This participatory behavior 




perform the necessary tasks required by the teacher. To a certain degree, the individual 
must experience some academic success. As the student progresses through school and 
autonomy increases participation and success may be experienced in a variety of ways, 
both within and outside the classroom. These experiences promote the student’s sense of 
identification with school as well as further participation with school. Finn contends that 
frustration and less successful experiences are inevitable for all students, but under ideal 
circumstances should not be enough to disrupt the reinforcing nature of the cycle. While 
students’ pattern of development following these circumstances should warrant a 
successful complete school career, those students who do not are at an increased risk for 
emotional or physical withdrawal.   
 Research has shown that participation and identification towards school occurs 
more often in children that come from families that communicate the importance of 
school related goals, both in their lives and in those of their children (Christenson, 
Rounds, & Gorney, 1992; Coleman, 1990; Epstein & Dauber, 1991; Fehrman, Keith, & 
Reimers, 1987; Feuerstein, 2000; Jeynes, 2003; Keith et al., 1993; Stewart, 2008). 
Cervantes (1966) studied the family dynamics of sample of 300 dropouts and graduates 
matched on sex, age, IQ, school, and socioeconomic status. Although the dropouts 
experienced academic difficulties before terminating their school career, they frequently 
reported less involvement in their academic career. The families of these dropouts also 
reported less intra-family communication while the dropouts themselves frequently 
reported that there was no one in the family in whom they could confide or who accepted 





More recent literature has examined the specific amount of support or 
discouragement that students may receive at home (Ekstorm et al., 1986; Liska & Reed, 
1985; Randolph, Fraser, & Orthner, 2006; Steinberg, Blinde, & Chan, 1984). Ekstorm et 
al. (1986) found that homes, which consisted of dropouts, had substantially less 
educational support than those students who remained in school. Both groups differed 
significantly in the amount of study aids, opportunities for non-school-related learning, 
parental expectations, interest, and amount of attention to their children’s school 
activities.  
 While familial support has been found to have an important bearing on school 
related outcomes, students who lack the necessary support from home may, at even the 
earliest grades, arrive at school with a predisposition towards nonparticipation and 
identification towards school. That is, they arrive to school as marginal participants in the 
school environment. Finn contends that while teachers may engage the interest of some 
of these students, other students may resist by displaying behaviors that include avoiding 
the teacher’s attention or failing to respond to questions appropriately. As students enter 
the later years of school and opportunities for participation increase, these individuals 
may remain withdrawn. Not only are they likely to participate in extra-curricular 
activities, but minimal or non-compliance related to participatory behaviors may persist. 
As academic requirements become more demanding and school more evaluative, this 
behavior can only result in course grades that are average or failing. If this group of 
students do not have the encouragement to continue participatory behaviors that result in 





 As these students enter high school, which is marked by greater autonomy, other 
factors may contribute to behaviors that are characterized as extreme forms of withdrawal 
from school. For example, these forms of withdrawal may constitute behavior such as 
skipping classes, drug usage, or being disruptive. These actions may warrant attention 
from school administration that may place more emphasis on these behaviors rather than 
focusing on academic coursework. Likewise, the school environment may possibly reject 
the student due to either grades or behavior or both. Policies directed towards these 
behaviors may also exclude this type of student from participation in extracurricular 
activities and place more emphasis on detention and suspensions making it even more 
difficult for the individual to maintain contact with the school environment. For 
individuals in this situation, the decision to dropout of school may seem inconsequential.  
While these factors increase the chances for students to withdraw and eventually make 
the decision to dropout of school, some individuals may have to make decisions leave 
school for alternative reasons.  
Not all students, however, resort to negative behaviors that constitute withdrawal 
from school. In fact, circumstances such as having to work, taking care of family 
members, and the like lead individuals to have to make informed decisions that are best 
for their situations at the time. For example, some individuals may enter school as full 
participants, but encounter incidents along the way that cause them to withdraw. Elliot, 
Ageton, and Canter (1979) contend that participation is an important factor in the 
development of youth in school. Without a consistent pattern of participation in school 
and successive patterns of reinforcement concerning academic success experiences, it 




model explains withdrawal in terms of a collection of negative experiences related to 
non-participation in school related activities, its origin has been found to manifest at 
some of the earliest grade levels which left unchecked impedes positive student 
development in school.  
While several factors dictate students’ decision to withdraw from school at early 
or mid adolescence, a growing body of research recognizes how the withdrawal process 
originates in relationship to negative early school experiences and students’ later 
academic and social outcomes. A review of the literature provides evidence from a 
number of longitudinal studies that behavior problems identified in the preschool years 
are often stable and lead to additional problems within the school classroom (Qi & 
Kaiser, 2003). Other research indicates that children with early behavioral problems 
experience difficulties interacting with teachers, parents and peers, and engaging in 
classroom learning activities which can lead to grade retention or worse dropout (Harden 
et al., 2000; Olson & Hoza, 1993).  
 For example, maladaptive social behaviors at the onset of early entry into school 
have consistently been shown to be related to academic achievement and may contribute 
to a negative achievement trajectory over time. Egeland, Kalkoske, Gottesman, and 
Erickson (1990) found that children who were classified as acting out or withdrawn in 
preschool had 1st and 2nd grade achievement scores significantly below those of same 
grade children rated as competent. Behavior problems in the classroom have consistently 
been found to be negatively correlated with verbal ability and reading readiness 
(Richman, Stevenson, & Graham, 1982). Furthermore, reading problems and antisocial 




1990). These and other examples point to the fact that the onset of negative behaviors in 
the earlier grades has subsequent effect on students’ decisions to withdraw from school. 
While Finn’s model explains student development in terms of participation and non-
participation in school activities, the model does not take into account specific remedies 
to prevent students from the symptoms of withdrawal. However it does identify a 
principal: Intervention efforts at all ages should be directed towards increasing and 
maintaining students’ levels of participation.   
 As these problems have been found to be existent in a student’s earliest encounter 
with school, Finn suggests that schools should initially encourage interventions, in the 
form of participative activities. Existing research has suggested some starting points as 
referenced in the Perry School Project (Berrueta-Clement, Schweinhart, Barnett, Epstein, 
& Weikart, 1984) where students were encouraged to participate in school during 
preschool which evolved into positive outcomes at later ages (e.g., better attendance 
records, more homework participation, communication about school related issues with 
parents, and sports involvement). Also by age 19 students in this cohort showed greater 
commitment towards schooling by providing more positive answers to 14 out of 16 
questions covering both the valuing and belonging aspects of identification.  
 One type of intervention, as suggested by Gettinger and Seibert (2002) that 
captures student participation in the adolescent years, rests upon teachers developing 
assignments that match the academic needs of the learner. For example, creating 
assignments that are too simple may produce a bored or distracted learner while 
assignments that are difficult result in frustration because he or she cannot complete the 




abilities can trigger misbehavior, teachers should inventory each student's academic skills  
and adjust assignments as needed to ensure that the student is appropriately challenged 
but not overwhelmed by the work. 
 Another teaching method used to encourage active participation in the classroom 
setting is the idea of preferential seating (United States Department of Education, 2004).  
As this is not a new concept, Adams and Biddle (1970) noted that there is a T-shaped 
action zone that accounts for all pupil-initiated responses leaving some students to not be 
involved in the educational transactions that occur in the classroom. Kashti, Arieli, and 
Harel’s (1984) qualitative study on student engagement describe seating arrangements as 
a type of negotiated agreement between students and the teacher. They contend that 
pupils are seated to create differentiation and separation between good and weak pupils 
where stronger students gain the most benefit and that there is a hidden rule among 
students whereby the weaker students allow the teacher to teach the good ones. 
Collectively, these interventions warrant some of the first steps that schools and teachers 
can use to initiate nonparticipants in becoming engaged in the classroom and school 
environment.  
 In sum, while these teaching strategies encourage classroom participation at the 
earliest ages, Finn (1989) suggests that any effort towards developing interventions at any 
grade level is instrumental in promoting student involvement in school related activities. 
Finn’s model takes into account the cycle of student development in school as process 
oriented. This means that any single event is not enough to deter the student away from 
school, but rather a collection of experiences over time lead the individual to withdraw 




that these decisions are influenced by familial support or discouragements whereby 
parents either place significance on the educational goals of their children or they are less 
supportive in their children’s academic endeavors. As these factors influence students’ 
participation in school at the earliest of grade levels and have implications on future 
behavioral outcomes, Finn suggests that in later adolescence participation in 
extracurricular activities should be encouraged in that these activities help to promote 
identification with school.  
 Given that the focus of several interventions has been to access student 
participation in the classroom, Finn (1989) contends that there have been little or no 
research efforts conducted to increase levels of participation related to involvement in 
extracurricular activities. As it is inevitable that some students will have difficulty in 
academics, these activities are important in that they serve to provide an alternative route 
for students to maintain contact with the school environment thereby leaving the student 
with a chance to still identify with school. While research pertaining to participation in 
extracurricular activities has explored its relationship to several academic and behavioral 
outcomes, little or no research has focused on the relationship between student interests 
and their preferences for participating in certain types of school related activities. Using 
Holland’s (1985) theory of personality types as variables of student interest, this study 
will explore two assumptions of Holland’s theory. First, this study will determine if 
students will choose school related activities that are aligned with their interests. 
Secondly, assuming that students do choose activities related to their interests, the theory 





discuss these assumptions and how they could be used as an intervention to increase 
participatory behaviors related to extracurricular activities.  
Holland’s Theory 
 While interventions related to k-12 education have been to develop instructional 
strategies to promote more participatory behaviors of students in the classroom, a 
growing body of research related to person-environment interactions addresses an 
alternative solution to strengthen the connection, or the lack thereof, between the student 
and his or her participation in school related activities. Of all the theories related to 
interactions between the person and environment, Holland’s (1985) theory of personality 
types has been the most widely used theory in this area of research. The theory is unique 
because it recognizes the interests of individuals and their behaviors when involved in 
certain types of activities. The initial application of the theory was developed to explain 
the vocational behavior of individuals and develop practical ways for these individuals to 
attain vocational satisfaction. Since then, the theory has been applied to a variety of 
contexts (e.g., personal competence, educational behavior, social behavior, and 
personality) (Holland, 1985, p. 1).  
 For example, Holland’s (1985) theory asserts that individuals belong to one of six 
personality types: that most people can be classified as one of six primary personality 
types (Realistic, Investigative, Artistic, Social, Enterprising, and Conventional). 
Thorough definitions of the salient attitudes, interests, and competencies of each 
personality type have been developed over the past four decades by Holland (1973, 1985, 
1997). For example, Investigative types tend to be critical, intellectual, and reserved; to 




scientific achievements. In contrast, Enterprising types tend to be self-confident, 
pleasure-seeking, and sociable; to possess strong public speaking and leadership 
competencies; and to value political and economic achievements.  Below is a listing of 
the distinctive attributes of each of the six personality types and model environments 
(Smart, Feldman, & Ethington, 2006).  
REALISTIC people prefer activities that involve the explicit, ordered, and 
systematic manipulation of objects, tools, machines, and animals, and avoid 
educational and interpersonal activities. These behavioral tendencies of Realistic 
people lead, in turn, to the acquisition of manual, mechanical, agricultural, 
electrical, and technical competencies and to a deficit in social and educational 
competencies. Realistic people perceive themselves as practical and conservative, 
having mechanical, technical, and athletic abilities, and as lacking ability in social 
skills. They value material rewards—money, power, and status—for tangible 
accomplishments. 
INVESTIGATIVE people prefer activities that involve the observational, symbolic, 
systematic, and creative investigation of physical, biological, and cultural 
phenomena in order to understand and control such phenomena, and avoid 
persuasive, social, and repetitive activities. These behavioral tendencies of 
Investigative people lead, in turn, to the acquisition of scientific and mathematical 
competencies and to a deficit in persuasive and leadership abilities. Investigative 
people perceive themselves as cautious, critical, complex, curious, independent, 





ARTISTIC people prefer ambiguous, free, and unsystematized activities that 
involve the manipulation of physical, verbal, or human materials to create art 
forms or products, and avoid routine activities and conformity to established 
rules. These behavioral tendencies of Artistic people lead, in turn, to the 
acquisition of artistic competencies—language, art, music, drama, writing—and 
to a deficit in clerical and business system competencies. Artistic people perceive 
themselves as expressive, original, intuitive, nonconforming, introspective, 
independent, emotional, and sensitive, and value the creative expression of ideas, 
emotions, or sentiments. 
SOCIAL people prefer activities that involve the manipulation of others to inform, 
train, develop, cure, or enlighten others, and avoid explicit, ordered, systematic 
activities involving materials, tools, or machines. These behavioral tendencies of 
Social people lead, in turn, to the acquisition of human relations competencies 
(e.g., interpersonal and educational skills) and to a deficit in manual and technical 
ability. Social people perceive themselves as cooperative, empathetic, generous, 
helpful, idealistic, responsible, tactful, understanding, and warm, and value 
fostering the welfare of others and social service. 
ENTERPRISING people prefer activities that involve the manipulation of others 
to attain organizational goals or economic gain, and avoid scientific, intellectual, 
and abstruse activities. These behavioral tendencies of Enterprising people lead, 
in turn, to an acquisition of leadership, interpersonal, speaking, and persuasive 
competencies and to a deficit in scientific ability. Enterprising people perceive 




optimistic, popular, self-confident, sociable, and talkative, and value material 
accomplishment and social status. 
CONVENTIONAL people prefer activities that involve the explicit, ordered, 
systematic manipulation of data—such as keeping records, filing and reproducing 
materials, and organizing written and numerical data according to a prescribed 
plan—and avoid ambiguous and unstructured undertakings. These behavioral 
tendencies of Conventional people lead, in turn, to the acquisition of clerical, 
computational, and business system competencies and to a deficit in artistic 
competencies. Conventional people perceive themselves as careful, conforming, 
orderly, and as having clerical and numerical ability. They value material and 
financial accomplishment and power in social, business, and political arenas. 
Likewise, Holland contends that there are six model environments that resemble 
the six types that are: Realistic, Investigative, Artistic, Social, Enterprising, and 
Conventional. These environments are a representation of the prevailing physical and 
social settings in society. That is, for each personality type there is a logically related 
environment characterized by the atmosphere created by the people who dominate it 
(e.g., Investigative environments are dominated by Investigative people and foster the 
development of the distinctive attitudes, interests, values, and competencies of 
Investigative people; Enterprising environments are dominated by Enterprising people 
and foster the development of the distinctive attitudes, interests, values, and competencies 
of Enterprising people) (Smart et al., 2006).  
REALISTIC environments emphasize concrete, practical activities and the use of 




environments lead, in turn, to the acquisition of mechanical and technical 
competencies and to a deficit in human relations skills. People in Realistic 
environments are encouraged to perceive themselves as having practical, 
productive, and concrete values. Realistic environments reward people for the 
display of conforming behavior and practical accomplishment. 
INVESTIGATIVE environments emphasize analytical or intellectual activities 
aimed at the creation and use of knowledge. Such environments devote little 
attention to persuasive, social, and repetitive activities. These behavioral 
tendencies in Investigative environments lead, in turn, to the acquisition of 
analytical, scientific, and mathematical competencies and to a deficit in 
persuasive and leadership abilities. People in Investigative environments are 
encouraged to perceive themselves as cautious, critical, complex, curious, 
independent, precise, rational, and scholarly. Investigative environments reward 
people for skepticism and persistence in problem solving, documentation of new 
knowledge, and understanding solutions of common problems. 
ARTISTIC environments emphasize ambiguous, free, and unsystematized 
activities that involve emotionally expressive interactions with others. These 
environments devote little attention to explicit, systematic, and ordered activities. 
These behavioral tendencies in Artistic environments lead, in turn, to the 
acquisition of innovative and creative competencies—language, art, music, 
drama, writing—and to a deficit in clerical and business system competencies. 
People in Artistic environments are encouraged to perceive themselves as having 




environments reward people for imagination in literary, artistic, or musical 
accomplishments. 
SOCIAL environments emphasize activities that involve the mentoring, treating, 
healing, or teaching of others. These environments devote little attention to 
explicit, ordered, systematic activities involving materials, tools, or machines. 
These behavioral tendencies in Social environments lead, in turn, to the 
acquisition of interpersonal competencies and to a deficit in manual and technical 
competencies. People in Social environments are encouraged to perceive 
themselves as cooperative, empathetic, generous, helpful, idealistic, responsible, 
tactful, understanding, and having concern for the welfare of others. Social 
environments reward people for the display of empathy, humanitarianism, 
sociability, and friendliness. 
ENTERPRISING environments emphasize activities that involve the manipulation 
of others to attain organizational goals or economic gain. These environments 
devote little attention to observational, symbolic, and systematic activities. These 
behavioral tendencies in Enterprising environments lead, in turn, to an acquisition 
of leadership, interpersonal, speaking, and persuasive competencies and to a 
deficit in scientific competencies. People in Enterprising environments are 
encouraged to perceive themselves as aggressive, ambitious, domineering, 
energetic, extroverted, optimistic, popular, self-confident, sociable, and talkative. 
Enterprising environments reward people for the display of initiative in the 
pursuit of financial or material accomplishments, dominance, and self-confidence. 




ordered, systematic manipulation of data to meet predictable organizational 
demands or specified standards. The behavioral tendencies in Conventional 
environments lead, in turn, to the acquisition of clerical, computational, and 
business system competencies necessary to meet precise performance standards 
and to a deficit in artistic competencies. People in Conventional environments are 
encouraged to perceive themselves as having a conventional outlook and concern 
for orderliness and routines. Conventional environments reward people for the 
display of dependability, conformity, and organizational skills. 
The interaction between the person and environment yields certain predictable 
outcomes based on knowledge of the personality types and model environments. These 
outcomes include vocational choice, vocational stability and achievement, personal 
competence, educational choice and achievement, personal competence, and social 
behavior. As all of these outcomes are products of the theory, the focus of this section 
will discuss studies that have been conducted pertaining to education in relationship to 
individuals and their behavioral outcomes as a result of person-environment interactions 
in academic settings.  
 Research has been conducted that examines the educational aspect of the theory 
based on knowledge of the individual’s personality type and the behavioral outcomes that 
are associated with the interaction between the individual and environment in academic 
settings. For example, Smart et al. (2006) conducted a four-year longitudinal study 
pertaining to patterns of college student success. While the findings of this study were 
twofold pertaining to Holland’s congruency and sociological assumptions in the 




for this discussion.  As they found, students who selected academic majors congruent 
with their personality types during their freshman year increased their abilities and 
interests in their chosen fields of study at the time of graduation.  
As this finding introduces Holland’s concept of congruence as a type of 
compatibility between individuals and their environments, this particular finding also 
illustrates how individuals may experience success in academic settings as a result of 
person environment interactions. The underlying logic of the person-environment fit 
(congruence) assumption is that students are most likely to be successful in terms of 
further developing their initially prominent characteristics in an academic environment 
having the same label because such an environment would provide opportunities, 
activities, tasks, and roles congruent with the competencies, interests, and self-
perceptions of its parallel personality type. By the same token, students who enroll in 
incongruent academic environments would not be as successful in terms of developing 
their initially prominent characteristics because the environment would provide 
opportunities, activities, tasks, and roles that are not congruent with the competencies, 
interests, and self-perceptions of the students’ dominant personality types. Consideration 
of both the individual and the environment is presumably essential to understanding the 
potential consequences of individual behavior in academic settings in which individuals 
who are placed in environments that match their personality type tend to increase the 
interests and abilities that are rewarded and reinforced by those environments (Smart et 
al., 2006).  
  Similar findings reported by Allen and Robbins (2010) showed that college 




more likely attain their degrees faster than those who did not select academic majors 
related to their personality types. As they contended, interest-major congruence affected 
students finishing college on time because students are were less likely to change their 
academic major when there was higher interest major congruence (Allen & Robbins, 
2008).  Also when interest-major congruence was high, timely degree attainment was 
possible because a change of major would result in students having to complete more 
coursework prolonging graduation. Furthermore, the authors also asserted that greater 
interest-major congruence increased enthusiasm in coursework where students would 
accumulate credit hours more quickly leading to faster degree attainment.  
 While these studies show strong support for interest congruence regarding student 
success and timely graduation in college, a study conducted by Helms and Williams 
(1973, 1996) show findings of congruence related to person environment interactions 
with high school students. Perhaps one of the most seminal studies conducted testing 
Holland’s congruence theory, the researchers sampled over 2,000 high school students 
assessing their personality types and providing these students with occupational job kits 
to simulate occupations related to their personality type. The results illustrated that 
students perceived congruence as a result of the interaction between the student and his or 
her experience with the simulated occupation was significant in four of the six 
environments for boys and three of the six environments for girls. In general, the major 
hypothesis of the study was supported where participants with different personality types 
reacted differently to the various kinds of work kits. More importantly, the reactions of 
the students (e.g., reported congruence) were in accord with Holland’s general hypothesis 




 Although these findings represent the congruence aspect of Holland’s theory, this 
study will not address the assessment of this construct, however these studies were 
mentioned to provide an initial understanding of what happens when individuals choose 
environments that match their personality type. As in the case of these studies, and as 
Holland has asserted in his theory, there seemingly appears to be some type of 
psychological connection as to why individuals choose environments (e.g., academic 
majors and activities) and have positive outcomes (e.g., success in academic 
environments) as a result of these choices. While these studies address person 
environment interactions, this study looks to explore individual preferences for activities 
and the frequency of participation in these activities based on Holland’s theory.  
 In sum, while the construct of congruence has been explored as a practicable 
component of Holland’s theory, the theory has also been widely accepted as one of the 
leading theories used in recognizing individual differences in people and the behavioral 
outcomes that are associated with person and environment interactions. The theory 
assumes that individuals belong to one of six personality types: Realistic, Investigative, 
Artistic, Social, Enterprising, and Conventional.  Similarly, the theory also contends that 
there are six model environments (e.g., Realistic, Investigative, Artistic, Social, 
Enterprising, and Conventional) that represent the physical and social settings in society.  
 Holland (1985) asserts that for each personality type there is a logically related 
environment that is characterized by the atmosphere created by people who dominate 
these environments. The interaction between these individuals and environments yield 
certain outcomes. In respect to this theory the outcomes are related to vocational, 




interactions yield differing outcomes, the construct of congruence measures the degree of 
satisfaction or dissatisfaction individuals display as a result of these interactions. For 
example, studies related to education using the theory have suggested that congruence 
plays an important role in educational success of college students.  
Summary 
 Holland’s theory of personality types and environments provide a rational for how 
individuals respond to and behave when encountering different situations. Similarly, 
several theories related to withdrawal and student engagement reveal an interaction 
between the individual and environment. For example, Finn (1989) purports that for 
withdrawal to occur the student is involved in a host of negative experiences over time 
that dictate non-participation in school. As this happens the individual’s self perception 
may be distorted which decreases identification with school. While Ogbu (1991) and 
Steele (1992) assert that minority withdrawal may occur in a different manner due to 
more cultural differences, the experiences students encounter refer back to the fact that 
they are placed in environments that are not suited for optimal learning to occur. As these 
interactions occur within a person environment perspective, behavioral outcomes are 
evident which in these cases are generally negative. On the other hand, Finn’s model can 
be described in positive terms where the individual participates in school related activities 
and identifies with school. In this case, the person environment interaction produces 
outcomes that facilitate student success in school.  
 Research relating to Holland’s theory that addresses the behavioral outcomes of 
person environment interactions contends that congruence is an important factor in 




conducted with college students, the major findings point to the student having a number 
of successful outcomes when he or she is engaged in the schooling process. In this case, 
the individual’s interests are aligned with the activities or social settings they encounter. 
In contrast, unsuccessful outcomes are a result of a mismatch between students’ interests 
and the experiences they encounter. Taken together these concepts suggest how person 
environment interactions play an important role in facilitating either withdrawal or 
engagement in school. 
Rationale for Study 
 While research has been conducted pertaining to the educational outcomes related 
to Holland’s theory in college students, Finn suggests that in K-12 education there is a 
need for interventions that extend beyond encouraging classroom participation, but rather 
increasing participation in extracurricular activities in that these activities help the student 
become more identified with school when they may otherwise find academics frustrating. 
Since withdrawal is viewed as process oriented and not event specific, students may 
experience withdrawal as early as middle school, and if left unchecked, these symptoms 
may result in dropout. Therefore, by using Holland’s theory as a basis, this study looks to 
explore the interests of middle school students and their preferences for school related 
activities as well as their frequency of participation in these activities. 
  







Chapter 3: Methodology 
This chapter explains the methods used in carrying out the study as well as 
describing the general perspective of the study, the research context, participants, 
instruments used in data collection, procedures, and data analysis techniques followed by 
a summarization of these components.  
Research Questions 
Using Holland’s (1997) theory as a basis for this research, this study looked to 
explore middle school students’ preferences for extracurricular activities and the 
frequency that they participated in these activities. Given this understanding, the 
researcher developed two hypothesis: a) when presented with a list of activities, each 
student will rate their level of anticipated enjoyment in activities that are characteristic of 
his or her dominant personality type higher than any other activities that are characteristic 
of the other dominant personality types and b) when presented with a list of activities 
each student will rate their frequency of actual participation higher in activities that are 
characteristic of his or her dominant personality type over any other activities that are 
characteristic of the other dominant personality types. The research questions that 
referred to hypothesis (a) are as follows: 
1. Will students with a dominant Realistic personality type think they would 
enjoy Realistic activities more than students with other dominant 
personality types when presented with a list of activities?  
2. Will students with a dominant Investigative personality type think they 
would enjoy Investigative activities more than students with other 




3. Will students with a dominant Artistic type think they would enjoy 
Artistic activities more than students with other dominant personality 
types when presented with a list of activities? 
4. Will students with a dominant Social type think they would enjoy Social 
activities more than students with other dominant personality types when 
presented with a list of activities? 
5. Will students with a dominant Enterprising type think they would enjoy 
Enterprising activities more than students with other dominant personality 
types when presented with a list of activities? 
The research questions that referred to hypothesis (b) are as follows: 
1. Will students with a dominant Realistic personality type participate in 
Realistic activities more than students with other dominant personality 
types when presented with a list of activities? 
2. Will students with a dominant Investigative personality type participate in 
Investigative activities more than students with other dominant personality 
types when presented with a list of activities? 
3. Will students with a dominant Artistic personality type participate in 
Artistic activities more than students with other dominant personality 
types when presented with a list of activities? 
4. Will students with a dominant Social personality type participate in Social 
activities more than students with other dominant personality types when 





5. Will students with a dominant Enterprising personality type participate in 
Enterprising activities more than students with other dominant personality 
types when presented with a list of activities? 
Population 
The population of the study consisted of 6th, 7th, and 8th grade students from a 
Title 1 middle school, which will be referred to as Lincoln in the remainder of the study, 
located in suburb of a major city in the southeastern United States. Title 1 is defined as a 
school having at least 50% of it student population receiving free or reduced lunch and 
refers to its students as economically disadvantaged. Lincoln’s numbers are slightly 
above 50% with 56.8% of its students receiving these services. The total population of 
the student body at Lincoln is 559 while the disaggregate number of students by grade 
level consists of 177 sixth-grade students, 189 seventh-grade students, and 193 eighth-
grade students. Lincoln’s ethnic composition of students is African American 65.7%, 
Asian 4.9%, Hispanic 3.7%, Native American 2%, and White 47.9%. 
Sample Size.  A total of 203 subjects were selected to participate in the study. Of 
the 203 subjects, 60 students participated in the sixth grade, 24 boys and 36 girls with an 
ethnic and racial composition of Asian 3.3%, African American 50%, Hispanic 6.7%, 
White 31%, and Other 8.3. The mean age for this grade level was 11.8. A total of 96 
students participated in the seventh grade, 42 boys and 54 girls with an ethnic and racial 
composition of Asian 9.4%, African American 57.3%, Hispanic 3.1%, White 22.9% and 
Other 7.3%. The mean age for this grade level was 12.7. In the eighth grade, 47 students 





African American 61.7%, and White 27.7%, and Other 4.3%. The mean age group for 
this grade level was 13.6.  
Instrumentation 
 Subjects who participated in the study completed three instruments in this order: 
(a) The Self-Directed Search (Holland, 1997), (b) The Scale of School Related Activities 
which was created by the researcher, and (c) The Survey of Participation in 
Extracurricular Activities also created by the researcher.  
The Self-Directed Search (SDS). The SDS (Holland, 1997) is a 228-item self- 
administered, self-scored, and self-interpreted interest inventory that assessed the 
subject’s personality typology. The SDS yields a summary code of six personality types: 
Realistic (R), Investigative (I), Artistic (A), Social (S), Enterprising (E), and 
Conventional (C). In this study the highest point code was used to determine a subject’s 
personality type. Correlational patterns among the typologies create a hexagonal 
configuration (RIASEC). The reliability coefficients for the six scales of the SDS range 
from .83 to .95 and re-test reliability over 1 to 4 week intervals ranged from .70 to .89 
(Holland, 1985). Items from the activity portion of the SDS were not used since they 
were similar to the dependent variables.  
The Scale of School Related Activities (SSRA). The SSRA was developed to 
measure the extent in which students anticipate that they will enjoy participating in 
activities related to their dominant personality type. Holland’s (1997) theory assumes that 
people seek out activities in which preferred roles may be taken and agreeable problems 
may be dealt with and activities that allow expression of individual skills, attitudes, 




preference for choosing to participate in these activities. For example, items sampling a 
preference for activities could be used to determine the extent to which each type would 
choose or prefer an activity that matches their dominant personality types. This rationale 
was used to write a pool of items that assessed these choices. Therefore, the greater the 
perceived correspondence between the personal attributes of an individual’s dominant 
personality type and activity, the greater that individual will be more likely to enjoy 
activities that are related to his or her personality type.  
A total of 38 items were written in a randomized order for each of the six domains 
of personality types (e.g., Realistic, Investigative, Artistic, Social, Enterprising, and 
Conventional) (RIASEC) in Holland’s theory. In order to create the list of activities, help 
was solicited from a Holland codes expert to assist with classification of the resulting 
activities that represented the six RIASEC types. The subjects were asked to rate 
activities in terms of how much they would enjoy participating in them. The subjects 
responded to 38 statements indicating endorsement ranging from 5 (I would enjoy doing 
this) to 1 (I definitely would not enjoy doing this) for items like the following: “Learning 
to use power tools such as drills and saws”, “Dissecting an animal in a biology class”, 
“Learning to compose a musical composition”, “Assist new students in finding their way 
around the school building”, “Serve as an officer on the student council”, “Helping to 
count votes in a student election”.  
The Survey of Participation in Extracurricular Activities (SPEA). The SPEA 
was designed to measure the extent to which an individual has actually participated in an 
activity related to his or her dominant personality type. A total of 25 items were written 




Investigative, Artistic, Social, Enterprising, and Conventional) (RIASEC) in Holland’s 
theory. In order to create the list of activities, help was solicited from a Holland codes 
expert to assist with classification of the resulting activities that represent the six 
RIASEC types. These items were written in a manner that parallels items from the SSRA 
to demonstrate actual participation in the activity. For example, a sample item from the 
SSRA involving the desire to participate in the activity was written as “Learning to use 
power tools such as drills and saws” whereas an item written in the SPEA was changed to 
represent action or involvement in the activity such as “Building things using power tools 
such as power tools and saws”. The subjects were presented with a list of activities and 
asked to rate the extent in which they have actually participated in the activities.  The 
subjects responded to 25 items indicating their participation ranging from 4 (Frequently) 
to 1(Never) for items like the following: “Working on cars”, “ Reading scientific books 
or magazines”, Singing in the school or church choir”, “Working as a volunteer to help 
others”, “Serving as the leader in a group project or class”, “Recording the events in a 
school meeting”.  
Data Collection Process 
To start the data collection process two procedures were used. First, permission 
from the Institutional Review Board of the University of Memphis was obtained followed 
by the permission from the Shelby County School District and principal of Lincoln. Since 
this study focuses on students of middle school age, parental permission forms had to be 
signed by parents as well as assent forms from the students in order to be considered 
subjects for the research. Both forms were given to all the homeroom teachers in the 




the students a two-week window for the return of the necessary forms needed for 
participation in the study.  
Secondly, the researcher and school principal met to coordinate time for the 
subjects in the study to complete the surveys. To minimize disruption from the school 
day, the decision was made to have the subjects complete the surveys during the second 
hour in the school day in the cafeteria. Data packets were constructed by the researcher 
and handed to the students as they entered the cafeteria. Three administrators were used 
as proctors as the researcher provided instructions to the subjects to ensure an 
understanding of what was being asked by each of the surveys. To ensure anonymity, all 
packets and instruments were assigned a random number. The approximate time to 
complete the surveys will take one hour. Students who were absent that day were allowed 
to participate in their last period study hall upon arrival back to school. All packets were 
taken from the students as they exited the cafeteria and kept in a safe place until actual 
data analysis took place.  
Data Analysis 
 Analysis of Variance (ANOVA) was used to compare sample means to determine 
if there is sufficient evidence to infer that the means of the corresponding population 
distributions differ based on the student’s dominant personality types. Following each 
assumption of the study, the researcher used a one-way ANOVA to examine potentially 
significant differences in (a) each student anticipating they would enjoy or prefer to 
participate in certain activities related to his or her dominant personality type more than 
activities chosen by students with other dominant personality types and (b) the extent in 




personality type more than students with other personality types. Therefore the 
independent variable consisted of six levels (e.g., Realistic, Investigative, Artistic, Social, 
Enterprising, and Conventional) with one dependent variable (e.g., activities) to 
determine differences among students’ six personality types and their scores on both the 
SSRA and SPEA scales. Significant differences among the means were analyzed using 
the LSD post-hoc method as suggested by (George & Mallory, 2003). SPSS software will 
be used to determine the statistical analysis.  
Summary 
  This section provides a general description of Holland’s (1997) theory in regards 
to the research questions that serve as a guide for this study. A general description of the 
population of students is provided as well as the sample size of the subjects who will 
participate in the study as described in the context of the research. A total of three 
instruments were used to obtain the necessary data for the study with reported reliability 
estimates to ensure that the constructed items are consistent with the responses of the 
subjects in accordance with Holland’s theory. Further the data collection procedures are 
outlined in a manner as to describe consent from the necessary institutions and subjects 
for participation in the study. Also procedures have been stated that describe the settings 
and time for the subjects to complete the survey instruments. Analysis of Variance 
(ANOVA) was used as the statistical method in analyzing the data using SPSS software.  
The next chapter presents the results of the data analyses in relationship to the research 






Chapter 4: Results 
 The results of this study will be reported in two sections. The first section 
describes the findings of the research questions related to the first hypothesis which 
assumes that when presented with a list of activities, students will rate how much they 
would enjoy participating in school activities related to their dominant personality type 
higher than those activities characteristic of other dominant personality types.  The 
second section describes the findings of the research questions related to the second 
hypothesis, which assumes that when presented with a list of activities students will rate 
their frequency of participation higher in activities that are characteristic of his or her 
dominant personality type over any other activities that are characteristic of the other 
dominant personality types.  
Anticipated Enjoyment in School Activities 
A total of five separate One-way Analysis of Variance (ANOVA) procedures are 
used to examine the questions of whether each student assessed as one of Holland’s 
(1985) five dominant personality types (RIASE) would rate how much they would enjoy 
participating in school activities related to their dominant personality type higher than 
those activities characteristic of other dominant personality types. The independent 
variable represents Holland’s (1985) personality types (RIASE) from scores on the SDS. 
The dependent variable is a scale (SSRA) measuring the extent of how much students 
would enjoy participating in school related activities. The determination not to include all 
six of Holland’s (1985) (RIASEC) types in this analysis is due to the few number of 
participants representing Conventional types, thus they were not considered and used in 




representing the six personality types. Further, Table 2 illustrates the items that were used 






Number of Participants Represented on the SDS by Personality Type  
 
   Personality Type n   
     
 Realistic 18   
 Investigative 29   
 Artistic 77   
 Social 43   
 Enterprising 31   
 Conventional 5   





















Items Coefficient  
Alpha 
   
Realistic Playing an extracurricular sport 
Learning to fix small electrical appliances 
Learning to use power tools such as drills and saws 
Taking a class on plumbing 
Learning how to repair motorcycles 
Taking a class on repairing cars 
Taking a class on welding 
.76 
Investigative Developing computer programs 
Solving a complex mathematical problem 
Working with chemicals in a chemistry lab 
Building a robot 
Investigating ancient cultures 
Conducting research on a planet in our solar system 
Dissecting an animal in biology class 
.72 
Artistic Playing a musical instrument 
Presenting a skit in class 
Working on an art project 
Singing in the chorus 
Creating a fictional story 
Performing in the school play 
Learning to compose a musical composition 
.75 
 
Social Assist new students in finding their way around the 
school building 
Become a member of the student council 
Work in groups to complete class activities 
Working in the school carnival 
Helping other students work out differences between 
themselves 
Become a member of the homecoming committee 
.72 
Enterprising Organizing a class president campaign for a classmate 
Introducing the guest speaker at a school program 
Serve as an officer on the student council 
Participate in a classroom debate 
.72 
Conventional Creating a graph from data on a historical event 
Recording the events in a school council meeting 
Serving in the role of timekeeper during a group activity 
Proofreading a classmate’s paper for errors 
Organizing a display for presentation 
Learning to balance a checkbook 





Research Question 1  
 The test for homogeneity of variance was not significant (Levene (4, 193) = .413; 
p>.05) indicating that this assumption underlying the application of ANOVA is met. The 
one-way ANOVA of dominant Realistic types rating how much they would enjoy 
participating in school activities related to their personality type over other activities 
characteristic of other dominant personality types revealed a statistically significant main 
effect (F(4, 193) = 10.954; p<.05) indicating that students with dominant Realistic 
personality types did rate how much they would enjoy participating in activities that were 
aligned to their personality type higher than those activities characteristic of other 
dominant personality types. See Table 3 for the means and standard deviations for each 
of the five personality types. The ω2 = .076 indicated that approximately 7.6% of the 
variation in dominant Realistic types scoring higher in activities related to their 





Means and Standard Deviations of Anticipated Enjoyment in Realistic Activities 
 
Personality Type Mean SD n 
     
           Realistic 3.79 .721 18 
           Investigative 3.49 .840 29 
           Artistic 2.74 .894 77 
           Social 2.62 .754 43 
           Enterprising 3.10 .759 31 




 Post hoc comparisons using LSD procedures were used to determine which pairs 




indicate that students who were assessed as dominant Realistic types (M = 3.79) scored 
higher on how much they would enjoy participating in realistic activities than did 
students of dominant Artistic (M = 2.74), Social (M = 2.62), and Enterprising (M = 3.10) 
types. The effect sizes for these three significant effects were 1.27, 1.41, and .84, 
respectively, indicating the groups differed by more than 1.3, 1.4, and .84 standard 
deviations. However, dominant Realistic (M = 3.79) types did not differ from dominant 





LSD Post Hoc Results of Anticipated Enjoyment in Realistic Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic 3.79      
2. Investigative 3.49 .293     
 3. Artistic 2.74 1.044* .750    
4. Social 2.62 1.164* .871 .121   
5. Enterprising 3.10 .689* .396 .355 .476  
        
        




Research Question 2 
 The test for homogeneity of variance was significant (Levene (4, 193) = .000; 
p<.05) indicating that this assumption underlying the application of ANOVA was not 
met, therefore resulting in having to use a more liberal test. Welch’s ANOVA of 
Investigative types rating how much they would enjoy participating in school activities 
related to their personality type over other activities characteristic of other dominant 




that students with dominant Investigative personality types did rate how much they would 
enjoy participating in activities that were aligned to their personality type higher than 
those activities characteristic of other dominant personality types. See Table 5 for the 
means and standard deviations for each of the five personality types. The ω2 = .162 
indicated that approximately 16.2% of the variation in Investigative types scoring higher 
in activities related to their personality type is attributable to differences between the five 





Means and Standard Deviations of Anticipated Enjoyment in Investigative Activities 
 
 Personality Type Mean SD n 
     
           Realistic 3.60 .548 18 
           Investigative 4.20 .539 29 
           Artistic 3.22 .876 77 
           Social 3.14 .809 43 
           Enterprising 3.21 .800 31 




 Post hoc comparisons using Games-Howell procedures were used to determine 
which of the five personality type group means differed. These results for Investigative 
activities are given in Table 6 and indicate that students who were assessed as dominant 
Investigative types (M = 4.20) scored higher on how much they would enjoy participating 
in investigative activities than did students of dominant Realistic (M = 3.60), Artistic     
(M = 3.22), Social (3.14), and Enterprising (3.21) types. The effect sizes for these four 
significant effects were .78, 1.26, 1.36, and 1.26 respectively, indicating the groups 







Research Question 3 
 The test for homogeneity of variance was not significant (Levene (4, 193) = .883; 
p>.05) indicating that this assumption underlying the application of ANOVA was met. 
The one-way ANOVA of Artistic types rating how much they would enjoy participating 
in school activities related to their dominant personality type over other activities 
characteristic of other dominant personality types revealed a statistically significant main 
effect (F (4, 193) = 8.96; p<.05) indicating that students with Artistic dominant 
personality types did rate how much they would enjoy participating in school activities 
related to their personality type higher than those activities characteristic of other 
dominant personality types. See Table 7 for the means and standard deviations for each 
of the five personality types The ω2 = .138 indicated that approximately 13.8% of the 
variation in dominant Artistic types scoring higher in activities related to their personality 






Games-Howell Post Hoc Results of Anticipated Enjoyment in Investigative 
Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic 3.60      
2. Investigative 4.20 .607*     
3. Artistic 3.22   .380 .987*     
4. Social 3.14   .456 1.062* .076   
5. Enterprising 3.21   .383 .990* .003 .072  
        
      





Means and Standard Deviations of Anticipated Enjoyment in Artistic Activities 
 
 Personality Type Mean SD n 
     
           Realistic 2.78 .896 18 
           Investigative 3.04 .837 29 
           Artistic 3.81 .872 77 
           Social 3.47 .842 43 
            Enterprising 3.06 .962 31 




Post hoc comparisons using LSD procedures were used to determine which pairs 
of the six personality type group means differed. These results are given in Table 8 and 
indicate that students who were assessed as dominant Artistic types (M = 3.79) scored 
higher on how much they would enjoy participating in artistic activities than did students 
of dominant Realistic (M = 2.78), Investigative (M = 3.04), Social (M = 3.47) and 
Enterprising (M = 3.06) types. The effect sizes for these four significant main effects 
were .01, .87, .39, and .85, respectively, indicating the group means differed by more 





LSD Post Hoc Results of Anticipated Enjoyment in Artistic Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic       
2. Investigative  .262     
3. Artistic  1.035* .773*    
4. Social  .691 .429 .344*   
5. Enterprising  .282 .020 .753* .409  
        
      





Research Question 4  
 The test for homogeneity of variance was not significant (Levene (4, 193) =.443; 
p>.05) indicating  that this assumption underlying the application of ANOVA was met. 
The one-way ANOVA of dominant Social types rating how much they would enjoy 
participating in school activities related to their personality type over other activities 
characteristic of other dominant personality types revealed a statistically main effect 
(F(6.99; p<.05) indicating that students with dominant Social personality types did rate 
how much they would enjoy participating in school activities that were aligned to their 
personality types higher than those school activities characteristic of other dominant 
personality types. See Table 9 for the means and standard deviations for each of the five 
personality types. The ω2 = .108 indicated that approximately 10.8% of the variation in 
dominant Social types scoring higher in activities related to their personality type is 





Means and Standard Deviations of Anticipated Enjoyment in Social Activities 
 
 Personality Type Mean SD n 
     
           Realistic 3.14 .813 18 
           Investigative 3.51 .803 29 
           Artistic 3.84 .857 77 
           Social 4.21 .694 43 
           Enterprising 3.60 .889 31 




 Post hoc comparisons using LSD procedures were used to determine which pairs 




indicate that students who were assessed as dominant Social types (M = 4.21) scored 
higher on how much they would enjoy participating in social activities than did students 
of dominant Realistic (M = 3.14), Investigative (M = 3.51), Artistic (3.84), and 
Enterprising (M = 3.60) types. The effect sizes for these four significant main effects 
were 1.30, .85, .45 and .74, respectively, indicating the group means differed by more 





LSD Post Hoc Results of Anticipated Enjoyment in Social Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic 3.14      
2. Investigative 3.51 .373     
3. Artistic 3.84 .705 .333    
4. Social 4.21 1.070* .698* .365*   
5. Enterprising 3.60 .463 .607 .242 .607*  
        
        




 Research Question 5 
 The test for homogeneity of variance was not significant (Levene (4,193) = .608; 
p>.05) indicating that this assumption underlying the application of ANOVA was met.  
The one-way ANOVA of dominant Enterprising types rating how much they would enjoy 
participating in school activities related to their personality type over other activities 
characteristic of other dominant personality types revealed a statistically main effect 
(F(4,193) = 4.62; p< .05) indicating that students with dominant Enterprising personality 




personality type higher than those activities characteristic of other dominant personality 
types. See Table 11 for the means and standard deviations for each of the five personality 
types. The ω2 = .068 indicated that approximately 6.8% of the variation in dominant 
Enterprising types scoring higher in activities related to their personality type is 





Means and Standard Deviations of Anticipated Enjoyment in Enterprising Activities 
 
 Personality Type Mean SD n 
     
           Realistic 2.78 .935 18 
           Investigative 3.18 .804 29 
           Artistic 3.32 1.052 77 
           Social 3.86 9.82 43 
           Enterprising 3.38 .983 31 




 Post hoc comparisons using LSD procedures were used to determine which of the 
five personality type group means differed. The results are given in Table 12 and indicate 
that students assessed as dominant Enterprising (M = 3.38) types scored higher on how 
much they would enjoy participating in enterprising activities than dominant Realistic  
(M = 2.78) types. The effect size for this group mean was .61 indicating that the mean for 
this group differed by .61 standard deviations. However, dominant Enterprising (M = 
3.38) types did not differ from dominant Investigative (M = 3.18), Artistic (M = 3.32), 
and Social (M = 3.86) types. Interestingly, dominant Social (M = 3.86) types scored 
higher on how much they would enjoy participating in enterprising activities more than 




(M = 3.38) types. The effect sizes for these four significant main effects were 1.11, .69, 
.55, and .49 respectively, indicating the group means differed by more than 1.1, .69, .55, 





LSD Post Hoc Results of Anticipated Enjoyment in Enterprising Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic 2.78      
2. Investigative 3.18 .403     
3. Artistic 3.32 .544 .140    
4. Social 3.86 1.083* .679* .539*   
5. Enterprising 3.38 .601* .198 .058 .481*  
        
      




Participation in School Activities 
The findings of this section of the results relates to student’s extent of 
participation in school activities. It was hypothesized that students assessed with a 
particular dominant personality type would participate more frequently in activities that 
were aligned with their dominant personality type. A total of five research questions were 
developed to answer this assumption. The independent variable represented Holland’s 
(1985) five personality types (RIASE). The dependent variable was a scale (SPEA) 
measuring the frequency of participation in school related activities. The determination 
not to include all six of Holland’s (1985) (RIASEC) types in this analysis is due to the 





considered and used in this study. Further, Table 13 illustrates the items that were used to 









Items Coefficient  
Alpha 
   
Realistic Working on cars 
Playing a sport on an organized team 
Building things using power tools such as drills 
and saws 
.70 
Investigative Reading scientific books or magazines 
Studying about planets in the universe 
Solving computer problems 
Reading material on spacecraft engineering 
.61 
Artistic Writing short stories or poems 
Creating a skit to present to the class 
Taking photographs at different events 
Acting out parts of a play from literature books 
.60 
 
Social Working as a volunteer helping others 
Participating in events to promote unity between 
the school and community 
Helping new students make friends at school 
Volunteering to serve food to the homeless 
.66 
Enterprising Serving as the teacher’s helper during class 
activities 
Organizing a club made up of your friends 
Serving as a representative for field day 
Serving as a captain/co-captain on an athletic 
team 
Serving as the spokesperson of a group during 
class 
.67 
Conventional Keeping your school materials organized 
Grading papers for your teacher during your free 
time 
Organizing a bulletin board for display 






Research Question 1  
 The test for homogeneity of variance was significant (Levene (4, 193) = .001; 
p<.05) indicating that this assumption underlying the application of ANOVA was not 
met, therefore resulting in having to use a more liberal test. Welch’s ANOVA of Realistic 
types rating their frequency of participation in realistic activities aligned with their 
personality types revealed a statistically main effect (F(4, 67) = 14.28; p<.05) indicating 
that students with dominant Realistic personality types did rate their frequency of 
participation in  activities that were aligned to their personality type higher than those 
activities characteristic of other dominant personality types. See Table 14 for the means 
and standard deviations for each of the five personality types. The ω2 = .182 indicated 
that approximately 18.2% of the variation in dominant Realistic types scoring higher in 
activities related to their personality type is attributable to differences between the five 





Means and Standard Deviations of Participation in Realistic Activities 
 
 Personality Type Mean SD n 
     
           Realistic 2.89 .758 18 
           Investigative 2.43 1.092 29 
           Artistic 1.74 .861 77 
           Social 1.47 .719 43 
           Enterprising 2.23 1.055 31 




Post hoc comparisons using Games-Howell procedures were used to determine 




Realistic types are given in Table 15 and indicate that students who were assessed as 
Realistic types (M = 2.89) rated their frequency of participation in realistic activities 
higher than did students of dominant Artistic (M = 1.74) and Social (1.47) types. The 
effect sizes for these significant effects were 1.28 and 1.58 respectively, indicating the 
groups differed by 1.3 and 1.6 standard deviations. However, dominant Realistic (M = 






Games-Howell Post Hoc Results of Participation in Realistic Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic       
2. Investigative  .458     
3. Artistic  1.149* .691    
4. Social  1.424* .966 .275   
5. Enterprising  .663 .205 .486 .761  
        
      




 Research Question 2 
 The test for homogeneity of variance was not significant (Levene (4, 193) = .076; 
p>.05) indicating that this assumption underlying the application of ANOVA was met. 
The one-way ANOVA of dominant Investigative types rating their frequency of 
participation in investigative activities aligned with their personality types revealed a 
statistically main effect (F(4, 193) = 4.35; p<.05) indicating that students with dominant 




were aligned to their personality type higher than those activities characteristic of other 
dominant personality types. See Table 16 for the means and standard deviations for each 
of the six personality types. The ω2 = .063 indicated that approximately 6.3% of the 
variation in dominant Investigative types scoring higher in activities related to their 





Means and Standard Deviations of Participation in Investigative Activities 
 
    
 Personality Type Mean SD n 
     
           Realistic 1.94 .743 18 
           Investigative 2.66 .902 29 
           Artistic 2.05 .749 77 
           Social 2.02 .736 43 
           Enterprising 2.14 .529 31 




 Post hoc comparisons using LSD procedures were used to determine which of the 
five personality type group means differed. The results for dominant Investigative types 
are given in Table 17 and indicate that students who were assessed as dominant 
Investigative types (M = 2.66) rated their frequency of participation in investigative 
activities higher than did students of dominant Realistic (M = 1.94), Artistic (M = 2.05), 
Social (2.02), and Enterprising (M = 2.14) types. The effect sizes for these four 
significant effects were .96, .81, .85, and .70 respectively, indicating the groups differed 








LSD Post Hoc Results of Participation in Investigative Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic       
2. Investigative  .711*     
3. Artistic  1.08 .603*    
4. Social  .079 .632* .029   
5. Enterprising  .195 .515* .088 .117  
        
      




 Research Question 3 
 The test for homogeneity of variance was not significant (Levene (4, 193) = .948; 
p>.05) indicating that this assumption underlying the application of ANOVA was met. 
The one-way ANOVA of dominant Artistic types rating their frequency of participation 
in artistic activities aligned with their personality types revealed a statistically main effect 
(F(4, 193) = 5.04; p<.05) indicating that students with dominant Artistic personality types 
did rate their frequency of participation in activities that were aligned to their personality 
type higher than those activities characteristic of other dominant personality types. See 
Table 18 for the means and standard deviations for each of the five personality types. The 
ω2 = .075 indicated that approximately 7.5% of the variation in dominant Artistic types 
scoring higher in activities related to their personality type is attributable to differences 








Means and Standard Deviations of Participation in Artistic Activities 
 
    
 Personality Type Mean SD n 
     
           Realistic 2.13 .796 18 
           Investigative 2.34 .659 29 
           Artistic 2.80 .718 77 
           Social 2.77 .702 43 
           Enterprising 2.67 .678 31 




 Post hoc comparisons using LSD procedures were used to determine which of the 
five personality type group means differed. The results for dominant Artistic types are 
given in Table 19 and indicate that students who were assessed as Artistic types (M = 
2.80) rated their frequency of participation in artistic activities higher than did students of 
dominant Realistic (M = 2.13) and Investigative (M = 2.34) types. The effect sizes for 
these significant effects were .95 and .64 respectively, indicating the groups differed by 
.95 and .64 standard deviations. However dominant Artistic (M = 2.80) types did not 




  Table 19 
LSD Post Hoc Results of Participation in Artistic Activities 
 
Personality Type Mean Pairwise 𝒬𝒬 Values 1 2 3 4  
        
1. Realistic       
2. Investigative  .220     
3. Artistic  .677* .457*    
4. Social  .648 .428 .029   
5. Enterprising  .544 .325 .133 .164  
        
      




Research Question 4 
The one-way ANOVA of dominant Social types rating their frequency of 
participation in social activities aligned with their personality types revealed no statistical 
significant difference, (F(5,197) = .841; p>.05). See Table 20 for the means and standard 





Means and Standard Deviations of Participation in Social Activities 
 
 Personality Type Mean SD n 
     
1. Realistic 2.38 .643 18 
2. Investigative 2.50 .776 29 
3. Artistic 2.67 .727 77 
4. Social 2.72 .767 43 
5. Enterprising 2.70 .840 31 




Research Question 5 
The one-way ANOVA of Enterprising types rating their frequency of 
participation in enterprising activities aligned with their personality types rating their 
frequency of participation in activities that were aligned to their personality type higher 
than those activities characteristic of other dominant personality types revealed no 
statistical significant difference, (F(4,193) = .978; p>.05). See Table 21 for the means 






Means and Standard Deviations of Participation in Enterprising Activities 
 
 Personality Type Mean SD n 
     
1. Realistic 2.43 .541 18 
2. Investigative 2.60 .693 29 
3. Artistic 2.64 .812 77 
4. Social 2.72 .841 43 
5. Enterprising 2.79 .608 31 





The results presented above affirm both hypothesis presented in the study in that 
(a) students did rate how much they would enjoy participating in activities aligned with 
their dominant personality type higher than any other activities related to other dominant 
personality types of students and (b) students did rate the extent of participation in 
activities aligned with their dominant personality type higher than any other activities 
related to other dominant personality types of students. This was illustrated by eight of 
the ten research questions reaching statistical significance using a one-way ANOVA. 
Post-hoc comparisons also revealed statistical differences between the five groups of 
students. The sample size for Conventional types was not large enough to make a 
substantial contribution to the findings and therefore not analyzed in this study. A more 









Chapter 5: Discussion 
 As an aid to the reader, this final chapter of the dissertation restates the research 
problem and reviews the major methods used in the study. The major sections of this 
chapter summarize the results and discuss their implications 
Statement of the Problem 
 A growing concern to researchers and educators alike in K-12 education is the 
problem of student dropout. The National Education Center for Education Statistics 
(2000) (NCES) has defined the term dropout as the number of individuals between ages 
16 and 24 who have not earned a high school diploma. While dropout rates have declined 
in the past years 28% of the nation’s youth are still not graduating form high school.  
Comparatively, in 2008 overall graduation rates in the U.S. were significantly lower than 
graduation rates in many European and Asian nations, including Britain, Norway, 
Germany, South Korea, and Japan. That same year, the U.S. was the only developed 
nation where a higher percentage of 55- to 64-year-olds than 25-to 34-year-olds had 
graduated from high school. Historically and at present, all of these statistics point to a 
persistent problem plaguing American education.   
 Precluding dropout is the manifestation of withdrawal of students from the school 
environment. As research has found, withdrawal from school is not a single event, but 
rather happens over time and if left unchecked results in dropout (Finn, 1989). The causes 
of withdrawal are linked to the individual encountering a wealth of negative experiences 
during his or her time in school (Finn, 1989; Voelkl, 1996). Over time, these experiences 
tend to cause the individual to lessen the bonds of belonging or valuing school and view 




happens, the next available alternative for most students in this predicament is dropout. 
As it has been found by research, the literature suggests that increasing student 
engagement in school is a method that helps the student become more involved in the 
school environment. Specifically, engagement in the form of participation in 
extracurricular activities has been found to increase student retention in school as well as 
play an integral part in academic success and social and emotional development. While 
behavioral engagement has been found to facilitate participation in school and have an 
emphasis on the academic, social, and emotional development of an individual during his 
or her time in school, a less often viewed prevention towards the phenomenon of 
withdrawal is the psychological connection students develop towards the activities they 
are involved in within the school environment.  
 Given the link between dropout and withdrawal as an increase in participation in 
school activities, Holland’s (1985) person-environment theory has examined the 
relationship between individuals and their environments. The theory contends that 
individuals prefer to involve themselves in activities that are related to their interests or 
personality type. When this happens, these individuals tend to have more satisfaction and 
develop feelings of well-being while involved in the activity and also tend to persist in 
the activity over longer periods of time. In contrast, when individuals are not involved in 
activities that are related to their interests, the behavioral outcomes associated with this 
interaction present themselves negatively in the form of stress, anxiety, and even worse 
withdrawal from the activity. As this has been found to be true in a variety of settings 
(e.g., work related and higher education), the present study looked to explore the middle 




decision to withdraw early form school. Secondly, since participation is known to have 
positive outcomes on the academic success and psychological development of students, 
this study examined Holland’s (1985) theory in relationship to the interest levels of 
students and school activities.    
Review of the Methodology 
 The present study examined Holland’s (1985) theory of personality types in a 
middle school setting. As an exploratory study, this research primarily used a quantitative 
perspective, attempting to determine if Holland’s (1985) hypothesis of personality types 
would be applicable to middle school students. Specifically, the research examined 
whether (a) when presented with a list of activities, each student will rate their level of 
anticipated enjoyment in activities that are characteristic of his or her dominant 
personality type higher than any other activities that are characteristic of the other 
dominant personality types and (b) when presented with a list of activities each student 
will rate their frequency of actual participation higher in activities that are characteristic 
of his or her dominant personality type over any other activities that are characteristic of 
the other dominant personality types.  
 This study relied on using the statistical procedure of analysis of variance 
(ANOVA) used to compare sample means to determine if there was sufficient evidence 
to infer that the means of the corresponding population distributions differ based on the 
student’s dominant personality types. Following each assumption of the study, the 
researcher used a one-way ANOVA comparing significant differences in (a) each student 
anticipating they would enjoy or prefer to participate in certain activities related to his or 




dominant personality types and (b) the extent in which each student has participated in 
certain activities related to his or her dominant personality type more than students with 
other personality types. The independent variable consisted of six levels (e.g., Realistic, 
Investigative, Artistic, Social, Enterprising, and Conventional) with one dependent 
variable (e.g., activities) to determine differences among students’ six personality types 
and their scores on two measures that assessed perceived enjoyment or preference and 
actual participation in activities. Significant differences among the means were analyzed 
using the LSD post-hoc methods (George & Mallory, 2003). 
Summary of Results 
 The results of the first analysis concerning the hypothesis of the researcher were 
consistent with Holland’s hypothesis in that students who were assessed with a certain 
dominant personality type scored higher in how much they would enjoy activities related 
to his or her personality type over those activities that were chosen by students with other 
dominant personality types. This was illustrated by significance being found in each of 
the research questions using one-way analysis of variance. Further analysis using post –
hoc tests revealed significant differences between at least two or more groups where a 
student’s dominant personality type preference for or perceived enjoyment in activities 
aligned with their particular dominant personality type.  
 The results of the second analysis concerning the hypothesis of the researcher 
were partially consistent with Holland’s hypothesis in that students who were assessed 
with a certain dominant personality type actually participated more in those activities that 
were aligned to their dominant personality type over those activities chosen by other 




significance was found in three of the five research questions concerning the hypothesis 
of the researcher. Further analysis using post-hoc tests indicated significant findings 
between at least two or more groups where students assessed as a dominant personality 
type scored higher in actual participation in activities aligned with their personality type 
than those activities chosen by students with other dominant personality types.  
Discussion  
 Given the generalization of results concerning both hypothesis of the researcher 
and finding consistency with Holland’s (1985) hypothesis, this section will attempt to 
interpret these findings. The first section of the discussion will concern the hypothesis of 
the researcher pertaining to dominant personality types rating their enjoyment in 
activities that are aligned with their dominant type over other activities chosen by other 
dominant types. The next section of the discussion will concern the second hypothesis of 
the researcher pertaining to dominant types rating their actual participation in activities 
aligned with their dominant type over other activities chosen by other dominant types.  
The first analysis was consistent with Holland’s (1985) hypothesis concerning the 
idea that individuals with dominant personality types will choose or want to become 
involved in activities that are aligned with their personality type. Holland contends that 
personality is an expression of interest and that personality manifests itself thorough a 
variety of social, cultural, and biological forces that individuals develop from birth 
through young adulthood. From this, these individuals develop proclivities toward certain 
activities while averting others. Then as individuals become more involved in these 
activities, the personality type is originated. In examining these events it becomes 




the student as an individual with a variety of interests and talents that sometimes maybe 
overlooked due to the constraints of the institutional forces that govern today’s schools.  
Given that the first analysis was substantiated by Holland’s theory with middle 
school students illustrates that students at this level can be attracted to school activities 
that are aligned to their interests. As the middle school is known as a time where students 
decide to either stay or make an early withdrawal from school, this analysis further 
reveals that there may be some motivational aspect to presenting students with activities 
that are aligned to their interests as students assessed as a dominant type rated their 
perceived enjoyment in activities higher than other activities characteristic of other 
dominant types. In other words, a psychological connection has been made between the 
individual and the preferred activity. This connection also illustrates that as an 
intervention to increasing participation in school, the preference or enjoyment in the 
activity may lead the individual to persist in the activity for longer durations due to the 
sense of well-being that may be encountered as a result of the interaction between the 
individual and activity or environment.  
For example, Holland (1997) characterizes some Realistic types as those who 
have deficits in educational competencies and perform poorly in scholarly tasks (see pp. 
21-22). From this part of the analysis of the study, it was revealed that students assessed 
as dominant Realistic types scored higher than at least three other dominant types in 
activities that were aligned to their dominant type than any other activities characteristic 
of other dominant types. This suggests that for the most part, classes and activities that 
are not centered around environments that foster realistic activities would only further 




school. However, as the results illustrate environments conducive to activities for this 
individual could facilitate feelings of well-being and satisfaction that could raise 
participation levels in school and lead the individual to want to remain in school.  
As Holland characterizes some Realistic types in this manner, not all students 
have academic difficulty in school. Even though most students will encounter some type 
of academic or social frustrations during their time in school, these difficulties do not 
hinder students from achieving the goal of completing school. For example, Investigative 
types are characterized by Holland (1985) as the most scholarly compared to the rest of 
the types. In the analysis of this study, dominant Investigative types scored higher than all 
other dominant types in activities that were aligned to their dominant type than any other 
activities characteristic of other dominant types. Given that Investigative types would 
probably achieve in school regardless of the type of activity or classroom setting, there 
are still activities and settings that would foster their interests and enhance the talents, 
special skills, and competencies that are characteristic of Investigative types. This 
rationale would also seemingly hold true for those other dominant types scoring higher in 
activities aligned with their personality type than activities characteristic of other 
dominant types. As these examples have illustrated the possibilities of enhancing the 
interaction of person and environment in middle school students, the discussion will now 
turn to the second part of the findings of this study related to the second hypothesis of the 
researcher.  
The second hypothesis of the researcher concerning Holland’s (1985) theory also 
revealed significant findings for students assessed as dominant types scoring higher in 




activities characteristic of other dominant personality types. It was thought by the 
researcher that if students rated perceived enjoyment in activities aligned with their 
dominant personality type higher than activities characteristic of other dominant 
personality types, then these students should also participate more frequently in these 
activities as well. The findings indicated that dominant Realistic, Investigative, and 
Artistic types did participate in activities aligned with their type over other activities 
characteristic of other dominant personality types while Social and Enterprising types 
showed no significance.   
While this hypothesis of Holland’s (1985) theory was partially substantiated in 
that not all research questions reached significance as did the first hypothesis, an attempt 
will be made to first interpret the significant findings and then discuss possible reasons as 
to why the last two research questions did not reach significance. First, the fact that 
students of Realistic, Investigative, and Artistic types participated more frequently in 
activities that were aligned to their personality type over other activities suggests that 
students will for the most part participate in activities that are aligned with their 
personality type. Not only did these types prefer activities aligned with their type, as is 
consistent with the theory, but these findings indicate that to rate actual participation 
higher in these activities may illustrate that these types were experiencing a sense of well-
being and satisfaction while being involved in these activities which might in turn have 
led to greater persistence in the activity aligned with their dominant personality type.  
Secondly, given the findings of this part of the study seemed to have partially 
substantiated Holland’s (1985) theory, it may have been that students assessed as 




that were presented to them. For example, inopportune times may have arisen due to 
students not being selected to participate in the groups that promote these activities, or 
financial obligations may have hindered some of these students from actual participation 
in that parents simply may not have had the money to buy the items necessary to 
participate in the activity or pay the fees required to join these organizations. In light of 
this reasoning, it is the belief of the researcher that these reasons were a factor in the last 
two research questions not reaching significance, as did the others.  
Relationship of the Current Study to Prior Research and Theoretical Implications 
 Previous research concerning Holland’s (1985) theory of personality types has 
been concerned with vocational implications in dealing with aligning individuals with 
specific dominant personality types to occupations that produce a match or fit between 
the individual and his or her environment involving the construct of congruency. Other 
research has examined similar aspects of Holland’s theory related to higher education 
(e.g., behavioral outcomes in major field of study, Smart et al., 2006; persistence in 
academic major, Allen & Robbins, 2010; timely graduation and persistence in academic 
major, Allen & Robbins, 2008) and high school (e.g., congruence between individual and 
simulated job kits, Helms & Williams, 1973, 1996).    
 The present study yields similar results concerning Holland’s theory and middle 
school students which suggests that the theoretical implications of this study have some 
bearing on using Holland’s theory with this population of students as an intervention to 
increase participation in school, possibly reducing withdrawal from school and even 




enhanced in the right settings (e.g., Low, Yoon, Roberts, & Rounds, 2005) that could also 
assist students in beginning to think about career choices and higher education at much 
earlier ages.  
Explanation of Unanticipated Findings 
 Given that the results of this study have been consistent with Holland’s theory, 
there were some unanticipated findings that were found to be contrary the assumptions of 
the researcher. Post hoc tests revealed significance related to the anticipated enjoyment of 
dominant Realistic types scoring higher in realistic activities more than dominant Artistic, 
Social, and Enterprising types, however, significance was not found between dominant 
Realistic and Investigative types. While this may have been unexpected, there may be 
some theoretical explanations for this occurring. Holland’s (1985) hexagon illustrates the 
resemblances of the types by their location on the model. For instance, the shorter the 
distances between two types the similar they are in their competencies, attitudes, and 
skills. In contrast, the greater the distances between two types, the more they differ. 
Therefore, the Realistic-Investigative combination represented by their closeness on the 
model suggests that some of the skills and competencies related to activities of both types 
may overlap.  
 Further examination of this unanticipated finding not only relates to the 
positioning of types on the hexagon, but the psychological resemblances that each type 
shares. Holland (1985) characterizes Realistic types as having manual and technical 
competencies while Investigative types posses scientific and mathematical competencies. 
Given that the activities on the SSRA and SPEA written for both Realistic and 




activities reveals the use of technical competencies, as characteristic of the Realistic type. 
The investigative activity of “building a robot” has certain technical similarities to many 
of the realistic activities such as “fixing small electrical appliances”, or “ repairing cars”. 
This suggests that while these activities were written in different domains, a Realistic 
type might possibly feel he or she possesses skills and competencies to be successful in 
these activities, therefore psychologically perceiving some of the activities as similar. 
Similarly, the unanticipated finding of dominant Social types scoring higher than 
dominant Enterprising types in enterprising activities is also related to the idea of their 
psychological resemblances. Holland (1985) characterizes the Social type as having a 
variety of human relations skills (e.g., interpersonal and educational), including the 
manipulation of others to inform, train, develop, cure, and enlighten. The enterprising 
activities on the SSRA and SPEA reveal several competencies that are characteristic of 
Social types. While enterprising activities were written based on leadership, status, and 
persuasive competencies as characteristic of the Enterprising type, the human relation 
skills Social types use to interact with others are also similar to the competencies used by 
Enterprising types.  
Implications for Educational Practice 
 While there are theoretical explanations for the unanticipated findings of this 
study, the overall results involving this research suggest that Holland’s (1985) theory can 
also be used with students at much earlier ages. Given this generalization, administrators 
and educators can look beyond the surface level of students’ individual differences and 
understand more of the psychological mechanisms that drive student behavior and 




anticipated behaviors as a result of person-environment interactions, administrators and 
educators can also tailor the educational experiences of students to better suit the needs of 
the individual. In other words, the theory extends beyond the one-size fits all rationale 
involving classroom activities and provides options to students with declining academic 
achievement as well as those who are meeting the goals of the school. Table 22 provides 
some suggested content area classroom activities that may pique student’s interests 








Suggested Classroom Activities in Content Subject Area by Personality Type  
 
Subject R I A S E C 
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Recommendations for Further Research 
 Additional research seems to be needed on Holland’s (1985) congruency aspect of 
his theory to determine the levels of satisfaction students are experiencing as a result of 
their interaction with activities that are related to their dominant personality type at the 
middle school level. As research has determined, the middle school level is a most critical 
time where withdrawal from school can possibly manifest and for students to make the 
decision to stay in school or dropout. Therefore, this research also needs to examine if, in 
fact, these activities are actually playing a part in increasing students’ participative 
behaviors in the school environment thereby possibly making a contribution to students’ 
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